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Abstract 
With emphasis on improving reading scores from No Child Left Behind legislation to local district and 
local building goals, is there a bibliographic source of titles to help engage less proficient readers? 
The purpose of this study was to determine if the school library media specialist can rely upon a 
bibliographic source of books for beginning readers to make appropriate suggestions of titles to read by 
less proficient third grade readers at Strawberry Hill Elementary School, Anamosa Community School 
District, Anamosa, Iowa. 
This study was conducted as an ethnographic study. Ten students were selected to participate if: they 
scored at forty percent and below on the comprehension section of the Iowa Test of Basic Skills; they had 
reading data information on the Measure a/Academic Progress and they had information available for the 
Beginning Reading lnventor.y 
The participants read passages from three fiction books; each passage was over 200 words in length. 
The books were listed as Level C books (most difficult) in Beyond Picture Books. The participants 
completed a short oral interview. It was found that error patterns consist across the individual less 
proficient reader and there is a trend to miss some of the same words, especially names. It was also 
found that the expectation of the classroom teacher for book selection for silent reading time may not 
allow the student to choose books at an appropriate reading level. Finally, teachers, librarians and parents 
can rely upon the bibliographic source used in this study to help in book selection for less proficient third 
grade readers. 
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With emphasis on improving reading scores from No Child Left Behind legislation to 
local district and local building goals, is there a bibliographic source of titles to help 
engage less proficient readers? 
The purpose of this study was to determine if the school library media specialist can 
rely upon a bibliographic source of books for beginning readers to make appropriate 
suggestions of titles to read by less proficient third grade readers at Strawberry Hill 
Elementary School, Anamosa Community School District, Anamosa, Iowa. 
This study was conducted as an ethnographic study. Ten students were selected to 
participate if: they scored at forty percent and below on the comprehension section of the 
Iowa Test of Basic Skills; they had reading data information on the Measure a/Academic 
Progress and they had information available for the Beginning Reading lnventor.y 
The participants read passages from three fiction books; each passage was over 200 
words in length. The books were listed as Level C books (most difficult) in Beyond 
Picture Books. The participants completed a short oral interview. It was found that error 
patterns consist across the individual less proficient reader and there is a trend to miss 
some of the same words, especially names. It was also found that the expectation of the 
classroom teacher for book selection for silent reading time may not allow the student to 
choose books at an appropriate reading level. Finally, teachers, librarians and parents can 
rely upon the bibliographic source used in this study to help in book selection for less 
proficient third grade readers. 
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We are now directly challenging the soft bigotry of low expectations. Under the 
No Child Left Behind Act, every student in this country will be held to high 
standards, and every school will be held accountable for results. Teachers will 
get the training they need to help their students achieve. Parents will get the 
information and choices they need to make sure their children are learning. And 
together we will bring the promise of quality education to every child in 
America. (Bush, 2003) 
Many bibliographical sources are available to parents, teachers and media specialists 
to find books at varying levels of difficulty. Less proficient readers need to be able to 
find books at appropriate levels for themselves and with the help of parents, teachers and 
the media specialist. Are some of the books recommended from sources appropriate not 
only to the level of the child, but do they match the maturity level of the child or are they 
being provided with a book to read that appears to be for a much younger child? 
National Reading Scores 
I 
"For the first time in the history of the world, a society has said that we are going to 
educate every child. We will provide every American boy and girl with a quality 
education-regardless of ethnicity, income or background" (U.S. Department of 
Education, 2002). No Child Left Behind Act: Reauthorization of the Elementary and 
Secondary Education Act Legislation, signed on January 8, 2002 is the law that is 
impacting education nation wide. "The requirements are annual progress toward the goal 
of achieving student proficiency in reading, mathematics, and science by 2014 
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(Pecinovsky, 2005, p. 8). Assessment of annual progress is through the use of testing, 
with reporting the proficiency of those assessed. How one source of reading text might 
deal with the national requirements in student proficiency in reading will be the subject of 
this research. 
The achievement gap between nine year old whites and minorities nationally is 
closing. Both black students' and Hispanic students' scores were higher in 2004; 
however, there remains a gap between both of the previously mentioned groups and white 
students. The gap between black and white students' average reading scale scores 
dropped from 44 points in 1971 to 29 points in 1988. After 1988 the scores grew to 35 
points in 1999. The gap closed between black and white students to 26 points in 2004. 
The trend for Hispanic students and white students continue to show a gap between the 
two groups in the average reading scale scores. The difference in scores improved from 
34 points in 1975 to 24 points in 1988. The average difference climbed back to 32 points 
in 1994 and then lowered to 21 points in 2004 (National Center for Educational Statistics, 
2004). "Looking at the short-term trend, Black and Hispanic students each scored higher 
on average in 2005 than 2003. The White - Black -Hispanic score gaps narrowed during 
this same time" (Perie, Grigg & Donahue, 2004, p. 1). While the scores for minorities 
are closing, for some districts there is not a large enough minority population to be 
reported in yearly progress. 
Allington (2001) has charged schools with three challenges: first, "to fulfill the 
promise of public education, schools must work for all children - regardless of which 
parents the children got" (p. 7); second, "while we have we have been largely successful 
in teaching children to read and write at basic levels of proficiency, the 'information age' 
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places higher-order literacy demands on all of us" (p. 7); third, "too many students and 
adults read only when they are required to" (p. 8). Allington is President of the 
International Reading Association; he serves or has served on the editorial boards of 
many reading/literacy journals and he is a published author of research articles and books 
(The University of Tennessee, 2003). 
Schools and teachers have to be prepared to meet the needs of students with a wide 
range of abilities. This responsibility will include helping students become readers that 
read to learn and read for personal enjoyment in a global society. 
State of Iowa Reading Scores 
Concerns about reading proficiency have obviously made the states look at what 
proficiency should look like and what can be done so that more students become 
proficient. 
In Iowa, being 'proficient' means scoring above the 40th percentile on the Iowa 
Tests of Basic Skills or Iowa Tests of Educational Development. The state 
Department of Education uses proficiency levels to determine if districts and 
schools are meeting No Child Left Behind requirements, which states that all 
students must be proficient by 2014. (Heldt, 2005, January 21,117) 
If a district/school does not meet achievement goals for one year, the district is placed 
on a watch list. If the district/school does not meet the goals for two consecutive years 
they are placed on the in-need-of-assistance list. (Heldt, 2005, January 8) 
Schools on these lists must develop plans for improvement. "Statewide, 94 schools 
and 14 districts were on the list, up from 66 schools and nine districts last year" (Heldt, 
2005, August 30, 112). 
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Local 
In particular, Iowa has no state standards and defers to local control of schools. Local 
school districts have implemented their own plans for increasing student proficiency. 
The Anamosa Community School District, a small school district in Eastern Iowa, 
released its Annual Progress Report, 1999-2000, 2004 and 2005 which shows the percent 
proficient of fourth graders in reading comprehension has declined and regained progress 
throughout the years from 1999 to 2005. In 1999 the percent proficient was 74.5 percent. 
Then the percent declined to 6 7. 7 in 2000. Then steady growth in the percent proficient 
was seen through 2003 to 79. 7 percent proficient. In 2004 there was a slight decline of 
6.4 percent to 73.3 percent proficient. The 2005 percent proficient increased to 82.9 
percent. The 2000 report also indicates that more data will need to be collected and 
averaged because determining "growth toward long term improvement is difficult due to 
the lack of sufficient data" (Anamosa, 2000, p. 6). The 2005 report indicates "all three 
grade levels were above the state established trajectory and, thus the district met its goal 
for the year" (Anamosa, 2005a, p. 6). While the district is meeting the trajectory with the 
set of fourth graders that were tested in those particular years, how will the classes in the 
future do on a similar assessment? Will the district be able to maintain or go above the 
trajectory with the classes in the future, taking into account the diverse variability of each 
class? 
The Iowa Department of Education has defined a student as proficient if he/she 
scores above the 40th percentile rank based on national norms. By the year 2014, 
all students must score in the proficient range. The Anamosa Community School 
District is working to increase the number of students considered proficient based 
on the ITBS and ITED scores. (Anamosa, 2005a, p. 5) 
Gender comparison, socioeconomic and students with disabilities are the only 
subgroups with data available for the Anamosa Community School District. When 
subgroups have fewer than ten students the state does not require comparisons. 
"Anamosa has less than ten students in the subgroups of race/ethnicity, migrant workers 
and English Language Learners in grades 4, 8, and 11" (Anamosa, 2005a, p. 8). The 
gender comparison indicates that there is not a "consistently significant difference 
between males and females in the area of reading comprehension at any of the grade 
levels shown" (p. 10). Students that fall into the category of low socioeconomic status 
and those students with disabilities are significantly lower will need increased progress 
monitoring (pp. 11-12). 
Legislation - Federal 
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Standards for success in reading have been set high, 100 percent proficient by third 
grade, from the office of the President to local school districts. The purpose of the No 
Child Left Behind Act 2001, reform of Reauthorization of the Elementary and Secondary 
Education Act (ESEA), is to close the gap for disadvantaged and minority children's 
achievement in reading with their peers. Every child should be able to read by third 
grade through the Reading First initiative. "The Reading First initiative gives states both 
the funds and the tools they need to eliminate the reading deficit" (Department of 
Education, 2001, p. 10). "The Reading First initiative builds upon these findings by 
investing in scientifically-based reading instruction programs in the early grades" 
(Department of Education, 2001, p. 10). The findings are from the National Reading 
Panel that reported upon what comprises effective reading instruction. School districts 
are to be 100 percent proficient in reading by the year 2014. 
Legislation - State 
In Iowa, Iowa Code/Statutes, Chapter 256D, Iowa Early Intervention Block Grant 
Program, establishes funds for decreasing class sizes in kindergarten through third 
grade. It is implied that smaller class sizes should equate to more individual attention 
and higher levels of reading abilities. School districts should "achieve a higher level 
of student success in the basic skills, especially reading skills" through early 
intervention. Money allotted for this grant ended June 30, 2005 with slightly over 89 
million dollars provided to Iowa schools beginning in 1999 and ending in 2005. 
Goals - Local 
Documents of the Anamosa Community School District, Anamosa, Iowa, indicate 
that the increase of reading achievement for all students is of great importance. The 
Comprehensive School Improvement Plan 2004-2005 ( CSIP), states a long range 
reading goal, "All students PreK-12 will achieve high levels in reading" (Anamosa, 
2005c, p. 4 ). Included in the CSIP is a category that describes the practices to be used 
to support instruction and to raise proficiency, including: instructional strategies, 
instructional programs/services supports and system-wide management supports ( see 
appendix A). The district will "implement reading strategies that will improve 
reading achievement scores" (p. 6). One aspect of district-wide professional 
development will be: "Effective reading strategies at all levels (K-12)" (p. 7). 
The Anamosa Community School District's Teacher Handbook states as a student 
goal "Acquire basic skills such as reading, mathematics, science and technology as a 
6 
foundation for continual learning" (Anamosa, 2005d, p. 3). The Teacher Handbook 
includes a district long range goal for reading, "All students PreK-12 will achieve at 
high levels in reading" (p. 3 ). The levels should maintain or increase above the 
current state trajectories for the district. 
Strawberry Hill is the elementary building in the Anamosa Community School 
District that houses students preschool through fifth grade, including: Begindergarten 
(for students not quite ready for kindergarten) classroom, an Early Childhood Special 
Education classroom and a preschool for 4 year olds. The students at Strawberry Hill 
also have access to Title 1 services and varying degrees of special education services. 
The Strawberry Hill Teacher Handbook states as one of its Strawberry Hill Student 
Learning Goals, "The student will acquire new skills necessary to provide a 
foundation for lifelong learning" (Strawberry Hill, 2005, p. 1). Strawberry Hill's 
building goal, "Increase reading achievement of students in the area of literal and 
evaluative comprehension through the use of research-based reading strategies" (p. 
1 ). Currently the definition of research based may have political overtones associated 
with the No Child Left Behind legislation. Not all investigators agree with the use of 
this term. 
District Teaching of Reading 
The Anamosa Community School District has offered inservice training on several 
methods of teaching reading, including emphasis on phonemic awareness, whole 
language, use of traditional basal, guided reading, audio based reading fluency program, 
literature circles, novel units and theme books. S. Edwards (personal communication, 
October 4, 2005), the district's curriculum director, stated that two key components 
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embedded in each of the methods for teaching reading has been a phonics component and 
vocabulary instruction. In the 2004-2005 and 2005-2006 school years there have been 
year long emphases on single topics to improve comprehension. Read alouds and think 
alouds, respectively, have been studied during inservice and implemented in classrooms 
by the staff at Strawberry Hill with the goal of increasing comprehension. Many of the 
methods mentioned are used in combination to provide a balanced literacy program. 
An important aspect of the Anamosa Community School District's implementation 
of reading instruction is guided reading. Guided reading was added to the district's 
curriculum to add more balance to the practices of the staff. The leveled books 
provide texts for the students to read at a level appropriate for their developmental 
level. 
Guided reading is only one component of a balanced literacy program. A child 
might spend between ten to thirty minutes a day in a focused reading group that is 
organized, structured, planned and supported by the teacher. During the rest of the 
day, that same student will participate in whole-group, small-group, and individual 
activities related to a wide range of reading and writing, almost all of which 
involve children of varying experience and abilities. (F ountas & 
Pinnell, 1996, p. 21) 
Guided reading allows the teacher to flexibly group children depending on the needs 
and development of the children and, as their needs and development progress, those 
children are placed in other groups. The teacher introduces text with "the right level of 
support and challenge for the children's current processing abilities" (Fountas & Pinnell, 
1996, p. 135) and "the text must be introduced in a way that gives children access to it 
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while leaving some problem solving to do" (Fountas & Pinnell, 1996, p. 135) that has a 
minimum of new things for the children to attend to, the intention is to provide readers 
with the opportunity to successfully read a new text with a minimum of support. The 
children are then able to learn and develop reading strategies they use to read the text. 
The text is reread several times for fluency and for the child to gain more independence 
(Fountas & Pinnell, 1996). "They focus primarily on constructing meaning while using 
problem-solving strategies to figure out words they don't know, and understand concepts 
or ideas they have not previously met in print" (p. 2). 
The children move through a continuum of reading development� from emergent 
readers, early readers, transitional readers to self-extending readers (Fountas & Pinnell, 
1996) Emergent readers "control early behavior such as directionality and word-by-word 
matching" (Fountas & Pinnell, 1996. p. 176). Early readers control the behaviors of the 
emergent reader, plus, "can read appropriately selected texts once the teacher has 
introduced them" (p. 176). For the transitional reader, "a brief summary and overview 
provide the needed support" (p. 177). Self-extending readers take on more of their own 
learning, "every time they read, they learn more about reading" (p. 177). 
Leveled Books 
To provide for the students' needs in guided reading, the teacher must have access to 
multiple copies of leveled books. The books at varied levels and genres provide the 
teacher with the best books to fit the needs of the students in the classroom. 
Fountas and Pinnell (1996, 1999 & 2001) include a list of books that are leveled. The 
1996 list includes levels A through R, the 1999 list includes a list from level A through P 
and the 2001 list has higher level book from J through Z. Books at level A are at a 
• readiness basal level while books at level Q are at a grade four basal level and level Z are at a sixth grade level. The authors demonstrate how to level books; by comparing books 
and considering factors such as length, illustrative support and language structure one can 
see the patterns established for the level ( 1996, p. 114 ). "Students can not use effective 
reading strategies when the texts are too difficult. Use the text gradient to find books that 
students can read and, at the same time, find interesting" (Fountas & Pinnell, 2001, p. 
249). 
Allington (2001) states, 
There are certain sorts of classroom environments that make teaching not only 
easier but more productive. One key feature is a large supply of books across a 
range of difficulty levels - a range at least as wide as the range of reading 
achievement levels of the students who come to that room every day. (p. 54) 
First Readers 
To provide students with developmentally appropriate reading materials, first 
readers are a natural match. The first readers provide context, vocabulary, and picture 
support to help students read the text. 
One of the early series books for first readers is a series titled I Can Read Books. 
This series of books has been in existence for nearly 50 years. In 1957 the first Little 
Bear book, authored by Else Holmelund Minerik, was the first in this series to be 
published. The books were designed to look like chapter books, with page layout 
being of great importance. Also, words and pictures work together to develop the 
story, rather than a controlled list of vocabulary words. In the early 1990's, publisher 
HarperCollins added grade level designations along with redesigned book jackets. 
Many popular characters included in this series are Frog and Toad, Amelia Bedelia, 
and Danny and his dinosaur (Lodge, 1997). 
Dr. Seuss' The Cat in the Hat was the start of the Beginner Books by Random 
House, also in 1957. These two series, I Can Read Books and Beginner Books were 
the only books of their kind until the late 1960s when Dial Easy-to-Read and 
Macmillan's Ready to Read series were launched. In 1984 Random House began 
publishing its Step into Reading series. This was "the first original paperback line in 
the genre and also the first series to carry grade/reading level distinctions on its 
cover" (Maughan, 2000, 18). All Aboard Reading (Grosset & Dunlap) and Hello 
Reader (Scholastic) both made their appearance in 1992. Nonfiction is the emphasis 
ofDorling Kindersley Readers, Eyewitness Readers, that were launched in the spring 
of 1998. In the fall of 1998 Golden introduced Golden 's Road to Reading series. The 
transition from not reading to reading is the emphasis of Candlewick's Brand New 
Readers released in 2000 (Maughan, 2000). 
There is debate whether or not the books of these series are leveled or assigned 
reading levels. The leveling does help sell books, but is it detrimental to the less 
proficient reader because they think they should not be reading a book at a particular 
level. HarperCollins has levels determined in-house, "concentrating on creating a 
natural progression between levels based on the length and complexity of the stories" 
(Maughan, 2000, ,r15). Random House also created criteria for their leveling process. 
Candlewick does not have any type of leveling on their series and Dorling Kindersley 
has stopped the leveling of their books (Maughan, 2000). 
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Researchers have consistently questioned the reliability of the available tests ( for 
example, Fry and Spache ), and for many of the same reasons we do too. The 
formulas used for testing readability do not take into consideration the 
sophistication of the information with which they are dealing, do not guarantee 
comprehension of information, have not been based on real statistical 
investigations of children and their reading, and do not consider cultural 
differences in language usage. (Barstow & Riggle, 1995, p. x) 
12 
There is also debate about whether readability formulas versus leveling should be 
applied to text. Readability formulas take into account syntactic difficulty, usually 
sentence length and semantic difficulty, commonly measured by word length by syllables 
or number of letters (Fry, 2002 ). Leveling takes into account other factors, content, 
illustrations, length, curriculum, language structure, judgment and format (Fry, 2002). 
The types of texts discussed previously may be the types of texts needed by some 
less proficient readers to help them develop skills to become better readers. The 
structures of these texts are less complex and provide an easier reading experience 
(Cole, 1998). 
Having beginner-oriented texts in the classroom does not preclude providing 
. instruction using aesthetically constructed texts. And just because one child 
needs the kind of support offered within a beginner-oriented structure does not 
mean that all children must follow such pathways, for many learn to read using 
more complex texts. But, from a truly child-centered perspective, it would seem 
that during self-selection periods, such as SSR, teachers should offer children as 
broad a range of reading choices as possible. And if a few who struggle with the 
more complex literature of their classmates, exhibit steady progress in beginner­
oriented, less complex works, why not allow them that privilege? (Cole, 1998, p. 
500) 
Ensuring Access to First Readers 
In order for students to use first readers, students must have access to those types of 
books in the school library or in supplemental classroom collections. 
1 3  
The selection policy of the Anamosa Community School District supports the 
diversity of materials. "The Board shall provide a wide range of challenging instructional 
materials that are diverse in appeal and present various view points" (Anamosa, 2005b, 
Code No. : 602.15). This policy provides the district's media specialists, teachers and 
administrators with flexibility in ordering of new materials. As new materials are needed 
there is considerable consideration for the students that struggle meeting the mandates of 
No Child Left Behind 
Bibliographic Sources 
A bibliographic source for books intended for first and second graders is Beyond 
Picture Books: A Guide to First Readers by Barstow and Riggle, 1995. It was developed 
using the following criteria: "The book had to be well-written, contain accurate 
information, have stories or subjects of interest to children in the primary grades, and 
have illustrations that complement the text and are attractive to children" (Barstow & 
Riggle, 1995, p. ix). This book contains 2,495 titles along with a list of"200 Outstanding 
First Readers" (p. ix). These books have been leveled with labels of A, B and C, with A 
having less text, fewer syllables per sentence, large print and a higher support from the 
illustration, while on the other end of this spectrum Level C would have more text, 
compound sentences, more difficult vocabulary and fewer illustrations (Barstow & 
Riggle, 1995). 
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Another source to match books to readers is Best Books for Beginning Readers by 
Gunning, 1998. "Novice readers need books that captivate them but that are not too 
difficult for them to read on their own or with a little help" (Gunning, p. ix). The 
difficulty of these books is indicated from a Picture Level to Grade 2A, with an appendix 
detailing the Primary Readability Index used to determine the levels of the books. 
Difficulty of text was determined by the vocabulary in the story and the relationship of 
that vocabulary in terms of difficulty. Beginning with sight words and continuing in 
difficulty from short vowel patterns to long vowel patterns, continuing on to other vowel 
patterns, r-vowel patterns and increasing number of multisyllabic words. Also taken into 
consideration was the relationship of the illustrations to the text of the book (Gunning, 
1998). 
There is a long record of publishing for emergent, early, transitional and self­
extending readers. These books have been gathered into standard bibliographies and 
leveled lists which have assisted librarians, teachers and parents in working with young 
readers as they make the transition into independent reading. 
Description of problem 
With continued emphasis in improving reading scores, bibliographic sources have 
become a natural resource for librarians, teachers and parents to engage less proficient 
readers. Such books however may not be appropriate for less proficient readers 
Research Questions 
1. Would an analysis of the running records of older less proficient readers show similar 
error patterns during text reading of prescribed books recommended for younger 
proficient readers? 
2. Do older less proficient readers reject prescribed books recommended for younger 
proficient readers books because they feel the books were specifically designed for a 
younger audience? 
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3. Can teachers and librarians identify some first reading texts by content and appearance 
as especially appropriate for the older less proficient reader? 
Purpose Statement 
The purpose of this study was to determine if the school library media specialist can 
rely upon a bibliographic source of books for beginning readers to make appropriate 
suggestions of titles to be read by less proficient third grade readers at Strawberry Hill 
Elementary School, Anamosa Community School District, Anamosa, Iowa. 
Definitions 
Automaticity: "fluent processing of information that requires little effort or attention, as 
sight-word recognition" (Harris & Hodges, 1 995, p. 1 6). 
Balanced Literacy: "development of effective strategies that recognize the 
complexity of language and literacy; that connect reading, writing and oral language; 
and that promote the development of skills, comprehension, fluency, voice and 
appreciation for literature and for the power of written language to shape the world" 
(Stokes, 1 999, p. 1 56). 
Early Readers: Readers that "are in full control of early strategies and can read 
appropriately selected texts independently once the teacher has introduced them" 
(Fountas & Pinnell, 1 996 p. 177). 
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Emergent readers: Readers that "are just beginning to control early behavior such 
as directionality and word-by-word matching. They use pictures to support meaning 
and rely on language as a strong cueing system" (Fountas & Pinnell, 1996, p. 177). 
Guided reading: One component of a balanced literacy program that "is a context in 
which a teacher supports each reader's development of effective strategies for processing 
novel texts at increasingly challenging levels of difficulty" (Fountas & Pinnell, p. 2). 
Meaning: "Part of the cueing system in which the child takes her or his cue to make 
sense of text by thinking about the story background, information from pictures, or the 
meaning of a sentence. These cues assist in the reading of a word or phrase" (Reading A­
Z, 2005, Assessment). Used in analysis of running records. 
Running records: A systematic way to "capture what young readers said and did while 
reading continuous test" (Clay, 2002, p. 50). 
Transitional Readers: A reader that can "take on novel texts with more independence. 
The teacher is still responsible for introducing , but a rich, detailed introduction often 
may not be necessary" (Fountas & Pinnell, 1996, pp. 177, 179). 
Self-extending readers: Readers that "have developed a system that itself fuels further 
learning. Every time they read, they learn more about reading" (Fountas & Pinnell, 1996, 
p. 179). 
Structure: "Refers to the structure of language and is often referred to as syntax. Implicit 
knowledge of structure helps the reader know if what she or he reads sounds correct" 
(Reading A-Z, 2005, Assessment). Used in analysis of running records. 
Visual information: "Related to the look of the letters in a word and the word itself A 
reader uses visual information when she or he studies the beginning sound, word length, 
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familiar word chunks, and so forth" (Reading A-Z, 2005, Assessment). Used in analysis 
of running records. 
Assumptions 
Guided reading as a component of a balanced literacy program helps readers become 
better readers. Leveled books are an essential component of guided reading. 
Limitations 
The analysis of text reading was conducted with children from a town that is 90.7% 
white and 6.1 % Black or African American (U. S. Census Bureau) in a county that is 
96.7% white 1.8% Black or African American (U.S. Census Bureau) with an elementary 
school population of 543; the results may not be applicable to more diverse situations. 
The analysis was done with a sampling of books that have been published and gathered 
into a standard bibliography and may not reflect all of the books in the bibliography. No 
attempt was made to select materials based on student interest, but rather a range of 
books that may be appropriate for less proficient third grade readers. 
Significance 
This study will help guide one Iowa school district in the purchase of books for guided 
reading and for the library. Not only will this influence future purchases it will also 
influence how the books in the current collection will be recommended to students, 
teachers, and parents by the school library media specialist. It will also influence how 
teachers, school library media specialists and parents will view the accuracy of these lists 
for use of beginning readers for less proficient older readers and show whether 
knowledge of these lists is beneficial for all parties. 
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Chapter 2 
Review of Related Literature 
School library media specialists are called upon daily to help children find books to 
read. Can we rely upon the recommendations of bibliographies for beginning readers to 
entice less proficient older readers to read those same books? Understanding the change 
in reading instruction and what is on the horizon not only from the local district but, from 
state and federal regulations will affect teaching. Research related to these issues 
includes: change in reading instruction, balanced approaches to reading instruction, and 
literature based instruction. 
Change in Reading Instruction 
Austin and Morrison (1963) conducted a questionnaire study of public school systems 
in communities of populations of 10,000 or more throughout the United States. "The 
participating population was composed of 1,023 school systems in the original population 
which completed at least one of the two parts of the Administrative Officer's Forms of 
the Harvard-Carnegie Questionnaire" (Austin & Morrison, 1963, p. 247). The 
questionnaire study consisted of three forms: 
The 'Administrative Officer's Form: Conduct of the Reading Program' requested the 
superintendent or delegated officer for each school system to report the prevailing 
practices there and to make certain judgments about the reading program. The 
'Administrative Officer's Form: Content of the Reading Program' called for detailed 
information about the content, methods, materials, and instructional practices of the 
reading program in each school system. The 'Principal's Form' asked for the 
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reactions of a representative principal in each system to practices in reading currently 
used in the system. (Austin & Morrison, 1963, p. 248) 
A sample of the systems participated in an original field study. "These 51 systems 
were chosen on the bases of willingness to participate, community size, geographic 
location, and ecological type of community" (Austin & Morrison, 1963, p. 249). 
Supplementary field studies were conducted in fourteen systems that were "chosen 
exclusively for the purpose of studying particular components of the reading program, 
including certain pattern of curriculum and grade structure" (Austin & Morrison, 1963, p. 
249). 
The researchers found that instruction in reading had not changed much over the 
previous two decades, "on the basis of classroom observations, it appears that teachers 
have not begun to move outside of old teaching frontiers" (Austin & Morrison, 1963, p. 
3 ). Rigid teaching from basal readers in classes divided into groups with no instruction 
based on individual differences was prevalent, with very few programs for the gifted 
reader (pp. 3-6). 
The researchers also found that teacher preparation to teach was lacking. "The content 
of course offerings in reading instruction is so often abbreviated as to provide the 
prospective teacher with only a superficial understanding of the processes by which 
children are helped to learn to read" (Austin & Morrison, 1963, p. 7). Along with this 
lack of preparation was the lack of leadership from administrators to provide opportunity 
to learn, but rather edicts about how to teach reading (p. 8). Reading consultants and 
other assistance in the area of reading were scarce and administrative help may have 
consisted of a directive to check the basal manual (p. 180). 
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Library services of the 1960s were limited. If districts had a librarian, that librarian 
probably was maintaining more than one school in the district with many out of date 
materials. Also, the location of the library was not optimal and funding was inadequate 
(Austin & Morrison, 1963, p. 131). Some individual classrooms also had classroom 
libraries established through selections by committees, teachers or students (p. 133). 
Baumann, Hoffman, Duffy-Hester and Ro (2000) conducted a modified replication of 
the study of Austin and Morrison, The First R: The Harvard Report on Reading in 
Elementary Schools. The question of this modified study was "What is the nature of 
elementary reading instruction practices" (Baumann, et al., 2000, p. 342) of the mid 
1990s? 
Surveys were sent first to teachers, then to building administrators and finally to 
district administrators. The teachers, 3,199, "were drawn randomly from a national 
listing of 907,774 teachers" (Baumann, et al., 2000, p. 345). If responses from the 
teachers included an address, then they were asked to seek out the principal or assistant 
principal to fill out a Building Administrator Survey. Building Administrator Surveys 
were also sent out to the buildings of the non-responding teachers. The principal or 
assistant principals were then asked to seek out the central office administrators to 
complete a District Administrator Survey (p. 345). 
The teachers and administrators of the mid 1990's were professionally active and 
attended workshops, enrolled in additional coursework, read professional material and 
attended conferences (Baumann, et al. , 2000). 
There was dissatisfaction of the respondents with their education as it applies to 
reading. "Both groups [ Austin and Morrison included] traced their dissatisfaction to 
college instructors who were out of touch with the realities of elementary teaching" 
(Baumann, et al. ,  2000, p. 348). 
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The study found that teachers of the mid 1990 ' s  tried to provide a balanced approach 
to reading with "systematic instruction in decoding and literature-rich environment" 
(Baumann, et al . ,  2000, p. 349). The average amount of time on reading and language 
arts instruction was two hours and twenty-three minutes daily. This time could include 
use of a basal, writing, teacher read aloud, student self-selection of independent reading 
material, writers workshop and journaling (p. 350). 
Teachers at that time were finding a balance to teach reading with systematic phonics 
instruction and phonics instruction "through word families and phonograms, in the 
context of children's  literature and through spelling and writing" (Baumann, et al . ,  2000, 
p. 35 1 ) .  The researchers also found that teachers relied upon alternative reading 
assessments ( running records, checklists, inventories) of students' abilities to supply 
information for instructional decisions. However, standardized tests were mandated. 
"Elementary teachers in the mid 1 990s found whole-class instruction, flexible 
grouping patterns, or both, as favored organizational patterns, with ability grouping being 
a less-frequent structure for providing reading instruction" (Baumann, et al . ,  2000, p. 
352). It was also found that there has been a trend away from a basal program "moving 
toward balanced literacy instruction" (p. 357). There has also been a trend toward 
specialized programming for less proficient readers. 
During the time of the study there was more reading support for less proficient 
readers than gifted readers, while in both cases the classroom teacher had made 
accommodations for both in the classroom. In both cases there was some pull out or in 
class support for both types of readers with both ranked positively. 
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Baumann, et al. , 2000, found that 88% of the districts surveyed had a full or part-time 
librarian as part of their staff. Nearly all the schools had a central library and 71  % of 
teachers surveyed reported having a sizable classroom collection ( 100 or more books). 
When asked which professionals have responsibility for activities or decisions in the 
reading program, administrators expressed that classroom teachers were primarily 
responsible for instructional materials selection, principals were responsible for 
recruitment and supervision, and reading teachers were responsible for remedial 
instruction (Baumann, et al., p. 355). 
When comparing the two First R studies there is a definite trend toward more 
literature based teaching of reading with flexible grouping and away from the static basal 
groups of the past. In the mid 1990s there was a push for more assessment, but 
classroom teachers were also using alternatives to standardized tests. There was also a 
trend toward more shared responsibility for decisions concerning education in schools 
between teachers and administrators. Both studies, however, found a lack of outstanding 
preservice education for teachers in the area of teaching reading. 
Balanced Approach to Reading Instruction 
Implications for a balanced approach to reading can be seen in the findings of the 
meta-analytical study by the National Institute of Child Health and Human Development 
(NICHD) which was directed by Congress in 1997 to study various approaches used to 
teach reading in U.S. schools. The NICHD and the Secretary of Education convened a 
panel of fourteen members to compose the National Reading Panel (the Panel). 
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Regional hearings were held and the Panel heard oral testimony along with written 
testimony from 125 individuals including, "teachers, parents, students, university faculty, 
educational policy experts, and scientists - who would be the ultimate users and 
beneficiaries of the research-derived findings and determinations of the Panel" (National 
Institute of Child Health and Human Development [NICHD], 2000, p. 1-2). The panel 
considered and debated topics for intensive study. To be effective the Panel used studies 
that were experimental or quasi-experimental "of sufficient size or number and scope (in 
terms of population served), and that these studies be of moderate to high quality" 
(NICHD, 2000, p. 1-7). "Any study selected had to focus directly on children's reading 
development from preschool through grade 12" (NICHD, 2000, p. 1-5). 
"When appropriate and feasible, effect sizes were calculated for each intervention or 
condition in experimental and quasi-experimental studies. The subgroups used the 
standardized mean difference formula as the measure of the treatment effect" (NICHD, 
2000 p. 1-10). 
The findings of the meta-analysis of the research by the Panel include; phonemic 
awareness, systematic instruction in phonics, fluency instruction, direct instruction of 
vocabulary and multiple comprehension strategies. 
Phonemic awareness (PA) is one of the areas the Panel investigated in its study. 
"Findings of the meta-analyses show that PA training benefits the processes involved in 
reading real words, pseudowords" (NICHD, 2000, p. 2-32), and text reading. The 
knowledge of letters is an essential part of successful instruction of phonemic awareness 
(p. 2-41 ). The smaller the group for instruction the greater the transfer to reading. Less 
than twenty hours of phonemic awareness instruction at approximately twenty-five 
minute lessons gave maximum benefit (p. 2-42). 
Systematic instruction in phonics is one aspect that contributes to reading growth. 
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There can be a variety of ways to delivery instruction of phonics (NICHD, 2000, p. 2-
132). Children at risk for reading failure benefited most from phonics instruction in 
kindergarten and first grade. In grades two through six the benefit was much less. 
Phonics instruction also had an impact on spelling in kindergarten and first grade, but not 
for older students (p. 2-133). "It is important to emphasize that systematic phonics 
instruction should be integrated with other reading instruction to create a balanced 
reading program" (NICHD, 2000, p. 2-136). 
A weakness for children and a weakness in teaching are direct instruction in fluency. 
The studies indicate "repeated reading and other procedures that have students reading 
passages orally multiple times while receiving guidance or feedback from peers, parents 
or teachers are effective in improving a variety of reading skills" (NICHD, 2000, p. 3-
20). The act of repeated reading improves word recognition and fluency. Fluency is an 
integral part of a total reading program (NICHD, 2000, p. 3-28). 
The Panel also found that direct instruction of vocabulary impacted student learning. 
Vocabulary instruction should include direct and indirect teaching. "Dependence on a 
single vocabulary instruction method will not result in optimal learning" (NICHD, 2000 
p. 4-27). 
Multiple comprehension strategies need to be taught and part of this is teacher 
preparations to teach "multiple, flexible strategies with readers in natural settings and 
content areas" (NICHD, 2000, p. 4-52). "The seven individual strategies that appear to 
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be effective and most promising for classroom instruction are comprehension monitoring, 
cooperative learning, graphic and semantic organizers including story maps, question 
answering, question generation and summarization" (NICHD, 2000, p. 4-42). 
The Panel concluded, "The most obvious conclusion about the research reviewed is 
that it clearly demonstrates that teachers can be taught, in both preservice and inservice 
contexts, to improve their teaching" (NICHD, 2000, p. 5-13). More study in the area of 
teacher education and reading instruction is needed (p. 5-14 ). 
There has been a plethora of material printed discrediting the NICHD report and 
approving the findings of the NICHD report. One of the many of the those discrediting 
the report has been Garan (2005), "we are faced with a biased report characterized by 
misreported, overgeneralized findings that do not inform but rather mandate educational 
policy" (p. 438). While proponents of the NICHD report, Ehri and Stahl (200 1) state, 
"Based on the multitude of inaccuracies and misrepresentations, we conclude that the 
lack of rigor that so greatly concerns Elaine Garan lies squarely in her own critique, not 
the NRP report" (p. 20). The debate over this report will continue by many on both sides 
of the issue, but it still remains part of the No Child Left Behind Act that will affect 
schools nationwide. 
Instruction with the use of Literature and Books 
The debate will continue over the No Child Left Behind legislation; in the meantime, 
students continue to be taught reading. The following studies looked at books as the core 
for reading instruction. 
Reimer ( 1990) conducted a "multistep process including participant observation, 
informant interviewing, mapping, and charting patterns from field notes - an 
ethnographic study" (p. 24). Reimer was looking for patterns across literature-based 
classrooms and whether "teacher and student perceptions of the use of literature match 
the classroom practice as recorded by an outside observer" (Reimer, 1990, p. 22). 
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This study was conducted throughout an entire school year in three classrooms. One 
classroom was a fifth grade classroom in an urban school of 500 elementary students in 
central Illinois (Reimer, 1990, p. 34). Most instruction in this classroom was whole 
group with the teacher in front of the classroom (p. 36). The second classroom was a 
fifth/sixth grade combination room with a school enrollment of 542 in the city of Leal 
(pp. 66-67). Literature/language instruction took place in groups with the integration of 
both literature and language during the group sessions (p. 71). The third classroom was a 
third grade classroom located in Millersburg, Indiana, with a school enrollment of 550 
students (p. 105). This classroom used literature circles to provide literacy instruction (p. 
108). Included in their day was time for free writing and an author's circle to discuss and 
revise writings (p. 113 ). 
"The factor that had the most impact on how literature was used in these classrooms 
was the teacher's philosophy of learning, teaching and reading acquisition, whether it was 
explicitly articulated to the students or implicit in the practice that occurred" (Reimer, 
1990, p. 223). 
Reimer concluded that four areas appeared to rise to importance; "(a) the role of the 
teacher, (b) the reason for using literature, ( c) the role of literature in the reading program 
and, (d) the role of reading in the larger curriculum" (Reimer, 1990, p. 223). 
The students in the Reimer study had access to literature through the efforts of their 
teacher. Neuman (1999) found through a formative experiment that physical proximity 
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to books impacted three to four year olds' literacy development into their kindergarten 
year of school. Designed to show this impact, funding provided child-care centers for 
disadvantaged children with quality literature at the rate of five books per child. Ten 
hours of training for the staff of the child-care center on reading aloud to children was 
provided by a public library. The necessary shelving for the books was also included. 
There were also connections made between the child-care center and the local public 
library for programming. Four hundred children were randomly selected from the fifty 
eligible centers ( this group is referred to as Books Aloud) and one hundred children from 
similar day care centers were the control group (Neuman, 1 999). 
Noted in the study were changes in the physical environment from lacking print to a 
print rich environment that was child appropriate (signs at the children's height). The 
literacy interactions between teacher and child went up significantly and that "teachers 
were engaging children more in talking about stories, using song books, counting, and 
rhyming books interactively for skill development" (Neuman, 1 999, p. 297). 
The study was analyzed through "a series of one-way ANOV As to examine 
differences in the treatment and control groups" (Neuman, 1 999, p. 301 ). The measures 
were: receptive vocabulary, concepts of print, environmental print, letter name 
knowledge, concepts of narrative (local and global structure and total) and concepts of 
writing. The Books Aloud group scored significantly higher on only the letter name 
knowledge on the pretest. "On all measures, Books Aloud children outdistanced their 
control counterparts. For four of the six measures, these differences were statistically 
significant" (Neuman, 1 999, p. 302). 
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Six months following the intervention another series of eight tasks were given to thirty 
five Books Aloud children and forty-one control group children that had entered various 
kindergarten programs. The tasks were: receptive language, concepts of print, uppercase 
letters, lowercase letters, rhyming, alliteration, concept of writing and word recognition. 
The Books Aloud children outscored the control on every task. On five of the eight 
measures the scores of the Books Aloud children were statistically significant (Neuman, 
1999). 
Access to books and interactions with adults through literature were shown to promote 
early literacy development in the previous study. Carver and Leibert ( 1995) designed a 
study of students in grades 3, 4 or 5 participating in a six week summer school reading 
program and found reading easy books did not increase their reading level, vocabulary, 
rate or efficiency. 
Students were recruited from four elementary schools in a metropolitan area, with 
primary participation from one of the four schools. The students had to have attained 
above a first grade reading level on a standardized test and below an eighth grade reading 
level. The study was conducted as part of the district's summer school program. "The 
children could select library books to read from among those that were close to their 
reading level" (Carver & Leibert, 1995, p. 32). Diagnostic testing was completed with a 
program designed to be administered with a computer (p. 30). 
Fifty students enrolled in the program after the initial assessment. The students could 
then select books to read, with each book having a quiz to take on the computer that 
consisted of 5 questions. The passing mark for a quiz was 4 out of 5 responses correct. 
The quizzes were purchased from Electronic Bookshelf (Carver & Leibert, 1995, p. 33). 
29 
There were two class periods and in each period the students were randomly assigned 
to one of two groups, "the easy group or the matched group. The easy group had to read 
books at one of the three following reading levels: their own reading level, the level 
below, or two levels below" (Carver & Leibert, 1995, p. 34). "The matched group had to 
read books at one of the following three reading levels: Their own reading level, the 
level above or two levels above" (p. 34 ). The students read the designated books for the 
time they were in summer school with two breaks during the two hours. The students 
were also instructed on how to take the tests on computers. Incentives were provided 
throughout the study as students passed tests (p. 35). 
The data from this part of the study suggests "That elementary school students who 
spend 15-30 hours during the summer reading relatively easy library books do not gain in 
their reading level, or vocabulary, do not gain in their reading rate, and do not gain in the 
reading efficiency" (Carver & Leibert, 1995, p. 32). "However, there are likely to be 
negative consequences associated with trying to get students to read materials at their 
frustration level of difficulty" (p. 46). 
The books were analyzed after the summer school session was over and Carver and 
Leibert discovered through additional research that "the primary independent variable 
supposedly being manipulated in this research, namely the difficulty level of the books 
being read, was in fact not manipulated at all" (Carver & Leibert, 1995, p. 43). "Thus, 
this research was seriously flawed in that the apparent difficulty levels used to assign 
books were not the real levels as measured objectively by a readability formula" (pp. 43-
44 ). 
This researcher also believes that children of this age need to be encouraged to read 
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for pleasure and for leisure activity. They also need guidance and instruction to 
continually grow as independent readers, which was not supplied at all in the Carver and 
Leibert study. 
Balanced Literacy 
Books provide teachers a way to deliver reading instruction. With a framework of 
books for instruction, what other needs are to be met in order to produce proficient 
readers? 
Duffy-Hester ( 1999) designed a formative experiment "to examine effects of a 
balanced, accelerated, and responsive literacy program on the reading growth of 10 
second-grade struggling readers" (Duffy-Hester, 1999, p. 53). The students in the study 
attended twenty-one days of a summer program engaged in various pre-planned 
activities. Instructional activities included reading whole texts, word activities, followed 
by independent text reading, songs with word patterns, big book introduction, and 
exploration of word patterns in text. 
Prior to individual reading and writing mini lessons were taught "on topics such as 
what students could do if they encountered a word they did not know when reading, how 
to choose a writing topic, and how to revise and edit their writing" (Duffy-Hester, 1999, 
p. 37). During independent reading books were chosen from leveled texts at an 
independent reading level. The researcher held individual conferences to take running 
records to "guide subsequent instruction" (Duffy-Hester, 1999, p. 39). 
Book talks and read alouds were the next component of the day. Books were 
promoted for independent reading and fluency was modeled through the read alouds. 
31 
Small group instruction took place with groups of students. The groups were flexible as 
to accommodate the needs of the learners as they progressed through the gradient of 
texts. "Instructional actions [were] based on students' needs and experiences. 
Comprehension instruction included introducing the text to the students, guiding and 
scaffolding students' reading, and extending their thinking after reading" (Duffy-Hester, 
1999, p. 43). The students not in this small group were involved in other literacy tasks: 
writing, free reading or centers. 
Duffy-Hester found that through the researcher's prescribed program students scored 
1 .  3 years higher on oral reading passages, students correctly spelled more words, the 
students' fluency on oral reading improved, and error analysis of running records showed 
that substitutions were more acceptable and comprehension rose. Also, students' 
perceptions of themselves and attitudes towards reading improved. Finally, "Students 
showed an average growth of 1 .2 years in their overall instructional reading levels" 
(Duffy-Hester, 1 999, p. 80). 
Cantrell ( 1 999), "examined the reading and writing achievement of students in 
primary classrooms in which teachers implemented recommended literacy instruction to 
varying degrees" ( Cantrell, 1 999, p. 3 ). The literacy achievement was measured by 
standardized tests (p. 7). This study was set in the state of Kentucky. Additional data 
were collected on literacy instruction through teacher interviews (p. 9). Eight teachers 
were selected from a previous study by Winograd, Petroski, Compton-Hall and Cantrall 
( 1 997), as high or low implementors of recommended practices. Forty-one students were 
included from the study; they had to have been in the teachers' classroom the previous 
year (pp. 8-9). 
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Teachers categorized as high implementors "centered reading instruction around 
children's literature" (Cantrell, 1999, p. 11). These teachers read with and to students in 
large and small groups (p. 11 ). Large and small group discussions were held to open­
ended questions� these questions were discussed orally and through writing (p. 12). 
Comprehension was the key in these classrooms (p. 12). "Skill instruction occurred in 
the content of literacy activities such as reading children's literature or creating a piece of 
writing" (Cantrell, 1999, p. 13). Teachers categorized as low implementors "centered 
their reading instruction around commercial reading programs or sets of sight words" 
(Cantrell, 1999, p. 13). Trade books were not typically used for instruction. These 
teachers varied in their approach to teaching reading� round robin, reading words in 
isolation, immediate correction of oral reading were a few approaches (p. 14). Writing 
instruction included writing a persuasive letter, language mechanics activities, and/or 
spelling tests. Three teachers also used workbooks and skills sheets (p. 14 ). 
"High implementors of the recommended literacy practices were more effective in 
leading students to higher levels of literacy proficiency than low implementors" ( Cantrell, 
1999, p. 20). Comparisons were made on "the Standford/9 Reading Comprehension 
subtest, as well as self-correction rate, the multiple choice assessment and written recall 
from the students' reading of 'The Tree House'" (p. 15). The students from the high 
imp1ementors' classrooms out performed the students from the low implementors' 
classrooms on each subtest assessed by Cantrell (p. 15). 
Samsel, 2005, used a mixed method study to find the level of institutionalization of 
guided reading in a large district. Based upon interview research the institutionalization 
of guided reading was more prevalent in the grades K-2 rather than grades 3-5. (Samsel, 
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2005, p. 162) Professional development in the area of guided reading was a key 
component of effective change for the district. "To truly effect instructional change 
teachers need time to practice what they learned, with ongoing support and help from 
colleagues" (p. 163). Also indicated in the study of implementation of guided reading 
was "that even if professional development is provided, it is critical to monitor the 
implementation and, if necessary, make adjustments in order for an innovation to become 
institutionalized" (p. 168). This study by Samsel supports the Cantrell study of high and 
low implementors. The K-2 teachers in the Samsel study would be considered the high 
implementors of guided reading in the Cantrell study. Teachers in grades 3-5 in the 
Samsel study would be considered the low implementors in the Cantrell study. 
A multiple site study was conducted by Bottomley, Truscott, Marinak, Henk and 
Melnick ( 1999) to compare whole language, literature-based and basal instruction 
affectively. Their research question was, "What differences, if any, exist in the affective 
literacy orientations (ERAS, RSPS, and WSPS) of intermediate level children exposed to 
whole language, literature-based, and traditional basal reader literacy instruction" 
(Bottomley, et al. ,  1999, p. 117). 
"The Elementary Reading Attitude Survey (ERAS) is an instrument that measures 
elementary students' attitudes toward both academic ( school-based) and recreational 
forms of reading" (Bottomley, et al. ,  1999, p. 118). The students respond to 10 academic 
and 10 recreational reading questions by circling one of four faces from happy to sad (p. 
118). 
"The Reader Self-Perception Scale (RSPS) measures how upper elementary-aged 
children feel about themselves as readers with respect to word recognition, word 
analysis, comprehension, and fluency" (Bottomley, et al. , 1999, p. 118). This scale 
consists of 32 items (p. 118). 
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"In similar fashion, the Wrtier Self-Percpetion Scale (WSPS) measures how upper 
elementary-aged children feel about themselves as writers with respect to focus, content, 
organization, style and conventions (Bottomley, Henk & Melnick, 1998)" (Bottomley, et 
al., 1999, p. 118). This scale consists of 37 items. 
In the spring of 1996, a total of 396 students in fourth, fifth and sixth grade had the 
ERAS, RSPS and the WSPS administered to them (Bottomley, et al., 1999, p. 122). These 
students were identified to be from classrooms that implemented either a basal, literature­
based or a whole language approach to reading instruction (p. 120). Basal instruction 
was defined ''as a series approach whose implementation essentially centered on a skill­
development view of reading" (p. 117). "Literature-based literacy instruction uses 
children' s literature as the core for language arts instruction" (p. 117). "The teacher's 
role in a whole language classroom is to demonstrate reading and writing processes and 
behaviors in an authentic manner and to support children's efforts to acquire literacy" (p. 
118). 
"Analysis of variance (ANOVA) procedures were also computed which compared 
whole language, literature-based, and basal reader literacy instruction for each of the 
three instruments" (Bottomley, et al. , 1999, p. 122). 
"In this analysis (ERAS), literature-based instruction produced significantly higher 
attitude scores than both whole language and basal types of literacy instruction" 
(Bottomley, et al. , 1999, p. 122). "On the scales of the Reader Self Perception Scale, no 
significant differences were found to exist between the three literacy approaches" 
(Bottomley, et al., 1999, p. 122). "On the Writer self-Perception Scale, . . .  Significant 
differences between the literacy approaches were observed for four of the five WSPS 
scales, each favoring literature-based instruction" (pp. 122-123). 
The present study indicates that a literature-based approach to literacy instruction 
appears to exert the most pronounced overall positive impact on intermediate­
aged children's affective literacy orientation. Perhaps this superiority stems from 
the fact that literacy-based approach includes components of the whole language 
philosophy, yet is not as daunting to teachers. (Bottomley, et al. , 1999, p. 128) 
Summary 
Reading instruction along with library services to children have changed since the 
1960s (Austin and Morrison, 1963; Baumann, Hoffman, Duffy-Hester and Ro, 2000). 
One of the central themes of change has been the movement away from the use of basal 
to the use of literature to help teachers provide balanced literacy instruction for their 
students (Reimer, 1990; Neuman, 1999; Cantrell, 1999; Bottomley, Truscott, Marinak, 
Henk & Melnick, 1999). Struggling readers appear to gain in their reading abilities in 
classrooms that provide a balanced literacy approach that includes the use of books 
versus a basal reader (Duffy-Hester, 1999). Early literacy development is promoted 
through access to books and student/adult interaction with literature (Neuman, 1999). 
The NICHD study provides a specific framework for a balanced literacy approach. 
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While both the Austin and Morrison and Baumann, Hoffman, Duffy-Hester and Ro 
studies provide insight into the lacking of preservice education in the area of reading. 
The NICHD study concluded that teachers (preservice and experienced) could be trained 
to improve their teaching. This study also concludes that more study in the area of 
teacher education and instruction in reading are needed. 
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Interaction with books is a part of all the studies. Library media centers and the school 
library media specialist then have a responsibility to help provide access to materials at 
the appropriate reading levels to students. With No Child Left Behind at the forefront of 




This study is designed to explore whether a school library media specialist can use a 
bibliographic source of books for beginning readers to make successful connections of 
those same books to less proficient readers at grade levels beyond what one would 
consider beginning reading. Does an analysis of the running records of older less 
proficient readers show similar error patterns during text reading of prescribed books 
recommended for younger proficient readers? Do older less proficient readers reject 
these books because they feel the books were specifically designed for a younger 
audience? Can teachers and librarians identify some first reading texts by content and 
appearance as especially appropriate for the older less proficient reader? Data collection 
included running records and an interview with students. 
A group of students was identified; those students read selected passages and a 
running record was taken. The students then participated in a short interview. The 
running records and interview were used to gather data to address questions. 
A realist ethnographic methodology was selected for this research ( Creswell, 2002, p. 
484) because "ethnography is not far removed from the sort of approach that we all use in 
everyday life to make sense of our surroundings" (Hammersley, 1998, p. 2). "The 
problem must precede the selection of a research method to avoid the trap of having a 
method in search ofa problem" (Fetterman, 1 998, p. 3). 
Educational ethnography has been used to describe educational settings and 
contexts, to generate theory and to evaluate educational programs. It has 
provided rich, descriptive data about the contexts, activities and beliefs of the 
participants in educational settings. Such data represent educational processes 
and their results as they naturally occur and in context, they rarely are limited to 
isolated outcomes. (Lecompte & Preissle, 1993, p. 8) 
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"The enthnographer' s task is not only to collect information from the emic or insider's 
perspective but also to make sense of all data from an etic or external social scientific 
perspective" (Fetterman, 1998, p. 11  ). This researcher collected data from less proficient 
readers to use not only to make decisions concerning the current library collection, but 
also assist with decisions of book selection of the participants, parents and other school 
personnel. 
"Fieldwork is the most characteristic element of any ethnographic research design" 
(Fetterman, 1998, p. 8). Fieldwork allows the researcher to understand the dynamics of 
the group or culture being studied. 
Florio-Ruane and Mc Vee (2000), in Handbook of Reading Research, Volume Ill, 
state: 
Especially in literacy education, the idea that teachers as well as students bring to 
communication knowledge, beliefs and values that are culturally acquired is 
fundamental. The idea underscores language use and language learning as living 
processes with a past, present, and certainly a future. As such, they are 
appropriately studied ethnographically. (Florio-Ruane & Mc Vee, 2000. p. 160) 
Researcher 's Role 
This researcher has worked in the past as a Title 1 and Reading Recovery™ teacher 
( fifteen years in one district) and most recently as school library media specialist 
combined with Reading Recovery™ and computer/technology instructor in the Anamosa 
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Community School District. During the summer of 2005 and 2006 she served as a 
reading teacher in the district's Second Grade Reading Academy. This was a month 
long, half day summer school to provide additional instruction to less proficient readers 
who entered third grade in the fall of 2005 or 2006. She has worked in the district for the 
past seven years where the sampling of students will be taken. The research will take 
place during her seventh year of employment in the district. She has contact with the 
students in Begindergarten through fifth grade as one of their media specialists and 
computer technology instructors. 
The researcher has taken one of the first steps for the study, "the ethnographer first 
orients himself to setting" (Guthrie & Hall, 1984, pp. 93-94). The students at Strawberry 
Hill are familiar with her and have some idea of her role in the school, although they may 
not understand her time away from the media center. 
Initial observations of the site have been made and the researcher has been able to sort 
out various people and relationships due to the job she currently holds (Guthrie & Hall, 
1984, p. 94). 
Population for Study 
The participants for this study are third graders in the 2006-2007 school year who 
score at or below the 40th percentile on the total reading comprehension score based on 
national percentile rank on the Iowa Tests of Basic Skills (ITBS). The students will have 
a minimum of 2 data points on the Measure of Academic Progress (MAP) test. The 
students selected will also have reading information data on the Basic Reading Inventory 
(BRI), a district selected assessment to meet requirements for class size reduction moneys 
from the state of Iowa. All of these data were reviewed for selection of texts to read. 
Any students with an Individual Education Plan (IEP) in the area of language/reading 
will be excluded from the study. 
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First, the researcher called the parents of potential participants to explain the research 
and answer questions. The researcher let the parents know that at no time will their child 
be identified by name. Next, a letter was sent home to the parents/guardians of any 
potential participants asking for permission to work with their child during this research 
process. (See Appendix B.) The participants were asked to create a fictitious name for 
themselves to protect their privacy. The students also sign an informed assent to 
participate in the study. (See Appendix B. ) 
Selection of books 
The books that the participants read were from the bibliographic source, Beyond 
Picture Books by Barbara Barstow and Judith Riggle. The books were matched with 
readers according to the scores on the student's  Iowa Tests of Basic Skills scores, 
Beginning Reading Inventory survey, Measures of Academic Progress assessment or any 
additional data indicated from the classroom teacher. The books read by the students are 
fiction to avoid any reading errors related specifically to lack of knowledge about a topic 
in the nonfiction books. Additionally, the books are readily available in the media center 
or easily accessible through the local public library or area education agency. In addition, 
the books will be part of Reading Level C in Beyond Picture Books by Barstow and 
Riggle, 1995 . Readability formulas were not used on this list, rather Barstow and Riggle 
"evaluated and compared many first readers, noticing a distinct pattern in format" 
(Barstow & Riggle, 1995, p. x). Although readability formulas were not used on the 
texts, other sources of infonnation on the reading levels were used. Titlewave from 
Follett Library Resouces was utilized to gain information on the book levels. 
Data collection 
4 1  
The participating students read out loud to the researcher passages from three books 
selected for this study. The passages were from 200 - 250 words in length. The passages 
were read without prior interaction with the text. The passages read were tape-recorded 
and the researcher took running records on the reading of the text, using the protocol set 
forth by Clay, 2002. The records were quantified using the formula in Clay (2002, p. 66), 
finding the ratio of errors to running words, by di vi ding the number of errors into the 
total number of words read. Then, that ratio was converted to a percent accuracy using a 
conversion table on page 66 of Clay, 2002. The accuracy rate was used to determine if 
the passage was at an independent level, 95% and above, instructional level, 90%-94% or 
hard level, below 90% (Clay, 2002). Next, the fonnula prescribed by Clay was used to 
determine self-correction rate (Clay, 2002). This indicated if the student monitored 
his/her own reading. 
An analysis of errors and self-corrections were made from each reading to look for 
patterns of error and self-correction of the reader and to see if there were any patterns of 
error across readers. The cue sources that were predominantly the cause for the error 
were noted. Did meaning, structure or visual cues play a key role in the error or cause the 
self-correction of the error? 
An interview was conducted with each participant to see what their attitudes about 
reading are and what they think of the books selected for them to read. Appendix C is the 
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interview schedule. 
Description of data set analysis 
The results of the analysis of the running records and student interviews are displayed 
in appropriate tables and narrative. 
Analysis of running records provides numerical data about the appropriateness of the 
books to the readers in this research. The student interviews provide student insight into 
the books used and the appropriateness of those books. The interviews also provided 
ideas for access to appropriate books to less proficient readers. A constant comparative 
analysis of the interviews determined common patterns. 
Chapter 4 
Results/Findings 
The purpose of this ethnographic study was to determine if the school library media 
specialist can rely upon a bibliographic source of books for beginning readers to make 
appropriate suggestions of titles to be read by less proficient third grade readers at 
Strawberry Hill Elementary Schoot Anamosa Community School District, Anamosa, 
Iowa. 
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The first research question that structured the study; would an analysis of the running 
records of older less proficient readers show similar error patterns during text reading of 
prescribed books recommended for younger proficient readers? Tables 1 through 6 show 
the results of the student participants' reading. 
Table 1 indicates the books chosen for this study. All three books are fiction and are 
found in the school library collection. The books have an increasing difficulty as 
indicated by the grade level of each book All the books are from Level C of Beyond 
Picture Books· by Barbara Barstow and Judith Wriggle. 
Table 1 
Book titles used for passages to be read aloud by participants· 
Title 
Nate the Great and the Musical Note 
Deputy Dan Gets His Manb 
Author(s) 
Marjorie Weinman Sharmat 





The Berenstain Bears and the Missing Stan & Jan Berenstain 3.0 
Hone 
alevels obtained from Titlewave, a resource of Follett Library Resources 
b currently out of print 
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Table 2 summarizes the performance levels of the participants. According to Clay, 
(2002), the levels of performance are as follows: 95 to 100 percent correct indicates an 
easy text; 90 to 94 percent correct indicates an instructional text; 80 to 89 percent correct 
indicates a hard text. These performance levels are shown in Table 2. 
As Table 2 indicates; Stacy, Cl, Sydney, Tucker and Griff read all of the texts at an 
easy level. Ace, Thetus and Molly read at least one of the texts at a hard level. All of the 
participants read at least one of the texts at an instructional level. 
Table 2 
Accuracy Rate and Performance Level 
Accuracy Performance Accuracy Performance Accuracy Performance 
Name Rate a Level Rate b Level Ratec Level 
Stacy 97% Easy 98% Easy 96% Easy 
CJ 97% Easy 98% Easy 96% Easy 
Sydney 97% Easy 99% Easy 99.5% Easy 
Keely 95% Easy 97% Easy 94% Instructional 
Tucker 96% Easy 98% Easy 95% Easy 
Griff 98% Easy 96% Easy 98% Easy 
Ace 92% Instructional 87.5% Hard 85.5% Hard 
Thetus 90% Instructional 92% Instructional 89% Hard 
Molly 93% Instructional 91% Instructional 85.5% Hard 
Hannah 98% Easy 95% Easy 94% Easy 
a Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
b Deputy Dan Gets His Man by Joseph Rosenblum 
cThe Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
The participants' self-correction ratios are highlighted in Table 3. The ratios for self-
correction range from 1 :2 to as high as 1: 1 7. This indicates a wide range of reading 
behaviors and varying levels of cross checking and self monitoring behaviors. The 
higher ranges also indicate that the participant is not monitoring reading and 
discrepancies are being ignored rather than triggering a self correction. 
Here is a one way to think about self-corrections. If there were 15 errors in 150 
running words of text then there were 15 chances to make errors. And if there 
were 5 self-corrections they represent an extra 5 chances to make errors. So 
there were 5 self-corrections in 20 chances to self-correct. (Clay, 2000, p. 18) 
Table 3 
Self Correction Ratio 
Self- Self- Self-
Correction Correction Correction 
Name Ratioa Ratiob Ratioc 
Stacy 1:4 1:2 1:3 
CJ 1:3 1:2 1:2 
Sydney 1:4 1:3 1 :2 
Keely 1:10 1:7 1:3 
Tucker 1:5 1:3 1:4 
Griff 1:2 1:2 1:2 
Ace 1:4 1:6 1 :17 
Thetus 1:4 1:5 1 :3 
Molly 1:4 1:6 1 :3 
Hannah 1 :3 1: 12 1 : 4 
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a Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
bDeputy Dan Gets His Man by Joseph Rosenblum 
cThe Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
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Table 4 summarizes the analysis of errors on the running records of the three passages. 
The analysis indicates the information used during reading of the selected passages to 
cause an error during reading. Did meaning, structure or visual information lead to the 
error? "Perhaps the reader brought a different meaning to the author's text" (Clay, 2000, 
p. 2 1). "Did the structure (syntax) of the sentence up to the error influence the response" 
(p. 2 1  ). "Did visual information from the print influence any part of the error" (p. 2 1). 
There are some trends indicated through analysis of individual students. Stacy, Griff, 
Molly tend to use meaning and structure at error during reading of the texts. Hannah also 
shows a tendency to use meaning and structure at error on two of the three texts. CJ on 
the other hand tends to use visual information at error while reading these passages. Ace 
also primarily used visual information at error on two of the three books. 
Table 4 
Analysis o(Errors 
Title Nate the Great Deputy Dan The Berenstain 
And the Musical Gets His Man Bears and the 
Note Missing Honey 
Information 
Used Ma Sb ye Ma Sb ye Ma Sb ye 
Stacy 7 7 1 10  10 2 10 10  0 
CJ 5 5 12 5 5 12 5 5 1 3  
Sydney 4 4 4 1 1 4 0 0 1 
Keely 4 4 6 5 5 6 13 12 5 
Tucker 7 7 4 3 3 4 10 10 7 
Griff 6 6 3 1 3  1 3  4 6 6 3 
Table 4 continues on next page 
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Table 4 continued from previous page 
Ace 8 8 1 1  2 1  2 1  1 3  9 9 2 1  
Thetus 1 8  1 9  1 6  6 6 1 6  1 7  1 7  1 7  
Molly 9 9 7 1 7  1 7  6 2 1  2 1  1 9  
Hannah 3 3 3 9 9 3 9 9 6 
ameaning cue sources 
bstructure cue sources 
evisual cue sources 
Table 5 shows that the use of visual cue sources at self-correction was predominant 
for many of the students. Five of the students (Stacy, Tucker, Griff, Thetus and Hannah) 
used visual cue sources to facilitate in the correction of errors while reading the three 
passages. Five of the students (CJ, Sydney, Keely, Ace and Molly) used visual 
information to correct errors during reading two of the three texts. As indicated by the 
zeros in the table there are many times that meaning and structure were not used at self­
correction by seven of the students. Tucker did not use meaning and structure at error to 
self-correct. 
Table 5 
Analysis of Self-corrections 
Title Nate the Great Deputy Dan The Berenstain 
And the Musical Gets His Man Bears and the 
Note Missing Honey 
Information 
Used Ma Sb ye Ma Sb ye Ma Sb ye 
Name 
Stacy 1 1 3 1 1 6 0 0 4 
CJ 1 1 4 2 2 5 3 3 3 
Table 5 continues on next page 
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Table 5 continued from previous page 
Sydney 0 0 2 0 0 1 1 1 1 
Keely 1 1 1 0 0 1 4 4 5 
Tucker 0 0 2 0 0 2 0 0 3 
Griff 1 1 4 3 3 6 2 2 4 
Ace 2 2 2 2 2 5 0 0 2 
Thetus 4 4 5 2 2 4 2 2 7 
Molly 1 1 3 0 0 4 9 9 6 
Hannah 0 0 2 0 0 1 1 1 4 
ameaning cue sources 
b structure cue sources 
cvisual cue sources 
Many of the participants had errors at the same words, but Table 6 indicates that nine 
words on the three passages were missed by five or more participants. Four of the nine 
words missed consistently were names. The book that has the highest grade level 
according to Follett Library Resources had the fewest number of words missed 
consistently by the participants. So, approximately one percent of the words in these 
three passages were missed by five or more participants in this study 
Table 6 
Words missed by five or more participants as indicated in running records 
Title 
Nate the Great and the Musical Note 




Number of participants 
out of 10 
6 
8 
Table 6 continued from previous page 
Deputy Dan Gets His Man 









a detective was missed by three of 10 participants in The Berenstain Bears and the 
Missing Honey 
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There were some trends in error patterns: individual students also show error patterns 
across the passages, by utilizing the same cue sources at error; students also showed a 
pattern of self-correction during reading; and there were some words in the text that 
appeared to be more difficult for the participants. 
The second research question; do older less proficient readers reject these books 
because they feel the books were specifically designed for a younger audience? 
Interview questions (Appendix C) which addressed this question are shown in tables 7 
through 9. 
Table 7 indicates that three participants responded that the passages read were hard. 
Hannah and Sydney thought the passages were hard because of specific words in the text. 
Thetus thought one of the texts was hard, but on analysis of her running record on the 
passage it was at instructional performance. Molly and Keely each had a passage they 
thought was from just right to too hard. Keely's accuracy rate on that passage was at an 
easy level, see Table 2. The passage Molly thought was from just right to too hard was 
indeed at a hard rate according to the accuracy rate in Table 2. 
Table 7 
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Students ' response to: Do you think that book is too easy. too hard or iust right for you? 
Title Nate the Great 
And the Musical 
Note 
Name 
Stacy just right 
CJ too easy 
Sydney just right 
Keely just right to hard 
Tucker just right 
Griff just right 
Ace too easy to just right 
Thetus too hard 
Molly just right 
Hannah too hardb 
Deputy Dan 






















just right to too hardc 
just right to easy 
athought of as hard because of missing one word, belief 
bthought of as hard because of missing one word, detective 
cscored at a hard level on analysis of running record, below 90% accuracy rate 
Table 8 shows a trend of the students to pick a book that appears to be a chapter book 
because they are complying with classroom teacher's expectations. Only Thetus and 
Sydney thought any of the books would be approved by their teacher to read. The eight 
remaining participants thought their teachers expected that they had something with 
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chapters for silent reading time. It is interesting to note that only one of these books has 
actual chapters indicated, Deputy Dan Gets His Man. 
Table 8 
Answer to interview question: "Would your teacher approve of any of the books that you 













Deputy Dan His Man. 
Probably not, because we need to read more big chapter books with more 
words. 
They are good choices. 
Deputy Dan Gets His Man and Nate the Great and the Musical Note 
Deputy Dan Gets His Man and Nate the Great and the Musical Note 
Deputy Dan Gets His Man and Nate the Great and the Musical Note 
Nate the Great and the Musical Note, this one is kind of like a challenge. 
Yes 
I would probably say yes. 
Deputy Dan Gets His Man and Nate the Great and the Musical Note 
The interview question in Table 9 indicates that the classroom teachers are giving the 
students directions to read chapter books during silent reading time. Three students 
indicated that their teacher has not set specific expectations for book choice during silent 
reading time. Seven of the ten participants replied to the question about expectations 
during silent reading time with an answer that included the need for chapter books. 
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Table 9 
Answer to interview question: "What are the expectations that your teacher has for you 














To read chapter books. 
Read chapter books, funny or not. 
I need to read chapter books. 
I need to have a chapter book. 
I need to have one chapter book and one book can be anything. 
None 
None 
Have to read chapter books, not picture books 
We need chapter books for DEAR time. 
During the study none of the student participants gave any indications that the books 
being read were designed for a younger audience. Seven out of ten of the student 
participants did indicate that The Berenstain Bears and the Missing Honey is a book that 
their teachers would not approve for silent reading time in the classroom. Although there 
was ·disapproval of The Berenstain Bears and the Missing Honey as a silent reading book 
in the classroom, there was a student during the text reading part of the study that was 
making a prediction for the ending of the book and wanted a chance to check it out so 
that she could find out the end. Also, on an interesting note, The Berenstain Bears and 
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the Missing Honey actually has the highest reading level, 3.1, according to Titlewave, part 
of Follett Library Resources. 
Seven out of the ten participants said that Nate the Great and the Musical Note and 
Deputy Dan Gets His Man would be approved by their teacher because they were chapter 
books. Deputy Dan Gets His Man is the only book that actually has chapters identified 
through the book. Molly indicated that they are required to read chapter books, not 
picture books. 
The third question that structured this research study was; can teachers and librarians 
identify some first reading texts by content and appearance as especially appropriate for 
the older less proficient reader? Tables 10 and 11 indicate participant responses to 
questions from the interview ( Appendix C). 
Table 10 allowed the participants to let the researcher know if there is a better way to 
set up the library for the less proficient readers' access to appropriate books. Three 
participants wanted the books that would be good recommendations for them as readers 
in baskets or on a special shelf and all the other participants wanted the books left on the 
shelves to find on their own. While no radical ideas were thought of during the interview 
process, the participants had ideas on finding books that were just right for them to read. 
Using a five finger check or checking the back of the book for a reading level were a 
couple of the ideas from the participants. Several of the students also indicated that they 
would need help in finding a book that would be at the right level for them to check out. 
Only one student thought that using the online library catalog could be of assistance to 
find a book. 
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Table 10 
Students ' response to: "Would you like to see books that might be just right for you 
pulled off the shelves and in a special section, perhaps a sticker that would help with 
identification, should there be a list somewhere that you can use, leave the books and we 













Find myself on the shelf or with help. 
I'd like to see rows of third grade books on the shelves with stop 
signs on the ends. 
Baskets of books that I might want to try. 
Leave the books on the shelves where they are. 
I can come and ask for help. 
I like to explore to find and then I can use the computer to help. 
Find books myself and have some in a bucket to pick from. 
Have a basket of books to pick from. 
Work together to find the just right book. 
Leave them and find books together. 
Table 11 shows that five of the participants use a five finger check to determine if a 
book is appropriate for them to read. They read one page and if five words were missed 
on a page then it is determined to be too hard. One student looks at the length of the 
book and size of text when selecting a book. One participant looks at the back of the 
book to see if a grade level is indicated. This participant indicated that their teacher had 
shown the participant how to look for a grade level on a book. 
Table 11 








Look at cover. 
I read five words, if I get them right, I can read it 
Look at the title and pictures to see if they are good. 
Ifl miss five words on a page or two, then it is too hard. 
I read a little and decide if too easy, too hard or just right 
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Griff I use a five finger check. I read one page and if all five fingers then 





I think there are dots to look for level. 
I use a five word check. 
I check the number of pages and the size of the letters. I look at the 
back to check and see if it is for third grade. 
You read and if 5 words you can't get, then not right for you. 
The state of Iowa proficiencies and federal legislation that guide education today are 
clearly stated by Heldt, 2005: 
In Iowa, being 'proficient' means scoring above the 40th percentile on the Iowa 
Tests of Basic Skills or Iowa Tests of Educational Development. The state 
Department of Education uses proficiency levels to determine if districts and 
schools are meeting No Child Left Behind requirements, which say all students 
must be proficient by 2014. (Heldt, 2005, January 21, 1117) 
If students are to be proficient by the year 2014, then teachers and librarians need to 
be effective in our jobs of teaching reading. The librarian needs to have quality literature 
in the library collection to provide multiple opportunities for the students to have books 
that are at just the right level to be a successful reader with a self extending system. 
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"It is  the quantity of successful reading that builds the assured independence of the 
competent reader" (Clay, 2005, p. 98). If the students need a quantity of successful 
reading to gain independence then a book like Beyond Picture Books can be utilized by 
teacher and librarians to help guide in book selections for less proficient readers in third 
grade. At least one of the passages for each of the students was at an instructional level, 
as indicated in Table 1. There were a total of thirty passages read by all of the 
participants, the performance level of twenty-six of the passages is at or above an 
instructional level. 
The participants in this study had opinions on the books that they liked and disliked. 
They could tell the kinds of books they preferred and were very specific in their dislikes. 
They could identify the parts of the nonfiction section that they enjoyed reading. Many 
of the participants had similar views on chapter books they thought were for older 
students. Harry Potter is an example of the type of book. 
The participants in this study were able to verbalize how to find a book that is just 
right for them, they were able to read at least one of the books successfully, and they 
were able to use strategies to self correct errors while reading. Through the participant 
interviews, they indicated that their teacher's expectations for what is read during silent 
reading time was guiding their decisions for books to check out of the library. The 
participants did not indicate that the books were designed for a younger audience. 
Book recommendations for the less proficient third grade readers from the 
bibliographic source Beyond Picture Books are appropriate. This book provides 
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understandable lists of books that can be used with readers. This research indicates that 
less proficient third grade readers can successfully read books selected from Beyond 
Picture Books. Performance levels indicated in Table 2 show that all participants could 
read at least one of the three passages at or above an instructional level. Seven out of ten 
of the participants read all of the passages at an instructional or easy level. 
Beyond Picture Books provides a starting point to find appropriate books for less 
proficient readers. Parents, teachers and librarians can use the lists from Beyond Picture 
Books to help less proficient readers make appropriate book choices for independent 
reading. As the less proficient readers grow; parents, teachers and librarians can scaffold 
from their knowledge gained about appropriate book levels to help in future book 
selections. 
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Chapter 5 
Summary, Conclusions, Recommendations 
Summary 
With emphasis on improving reading scores from No Child Left Behind legislation to 
local district and local building goals, is there a bibliographic source of titles to help 
engage less proficient readers? 
The purpose of this study was to determine if the school library media specialist can 
rely upon a bibliographic source of books for beginning readers to make appropriate 
suggestions of titles to read by less proficient third grade readers at Strawberry Hill 
Elementary School, Anamosa Community School District, Anamosa, Iowa. 
This study was conducted as an ethnographic study. Ten students were selected to 
participate if: they scored at forty percent and below on the comprehension section of the 
Iowa Test of Basic Skills; they had reading data information on the Measure of Academic 
Progress and they had information available for the Beginning Reading Inventory. 
The participants read passages from three fiction books; each passage was over 200 
words in length. The books were listed as Level C books (most difficult) in Beyond 
Picture Books by Barstow and Riggle, 1995. The participants completed a short oral 
interview. It was found that error patterns consist across the individual less proficient 
readers and there is a trend to miss some of the same words, especially names. It was 
also found that the expectation of the classroom teacher for book selection for silent 
reading time may not allow the student to choose books at an appropriate reading level. 
Finally, teachers, librarians and parents can rely upon the bibliographic source used in 
this study to help in book selection for less proficient third grade readers. 
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Co nclusions 
The analysis of the running records indicated that the selected books were at an easy 
level for five of the ten participants on all of the passages. Two of the ten participants 
had one of the passages at an instructional level along with two of the passages at an easy 
level. Three of the ten participants had at least one passages at a hard level, however 
these three participants were able to read at least one book at an instructional level. 
There were specific trends upon analysis of the running records; there were words in 
each passage that five or more participants had errors on as they read the passage. Four 
of these nine words were names. Some of the students used specific cue sources more 
than others as they read the selected passages. 
The students did not indicate they felt that the books were intended for younger 
readers, but the books would not be allowed for silent reading time in the classroom 
because they did not meet the classroom teacher's requirement. Two of three books 
would have been acceptable as a book for silent reading in the classroom, because they 
had the appearance of being a chapter book. One of the participants indicated some 
interest in one of the books by sharing predictions and wondering if they could check the 
book out of the library. Another participant thought one of the books was so funny that 
he had me put his name on a sticky note so that he could next in line to check it out. 
From the interview process the participants shared their book selection process as one 
determined by teacher criteria. The books selected had to be chapter books, picture 
books were not allowed. 
Students need to be able to pick books of interest that are at the appropriate level for 
the student rather than books that appear more mature. Clay and Cole both state this 
60 
clearly. "It is the quantity of successful reading that builds the assured independence of 
the competent reader" (Clay, 2005, p. 98). "And if a few who struggle with the more 
complex literature of their classmates, exhibit steady progress in beginner-oriented, less 
complex works, why not allow them that privilege" (Cole, 1998, p. 500). 
"The objective is to encourage children to read by providing access to quality 
materials within their reach and by helping children stretch their skill, not stifling their 
interest" (Barstow and Riggle, p. x-xi). The researcher believes Beyond Picture Books is 
an excellent resource as a guide for exposing less proficient readers to quality literature. 
Beyond Picture Books could be used by the library staff, teachers and parents, at 
Strawberry Hill in Anamosa, as we help guide students to a lifelong love of reading. 
Recommendations for Further Study 
After the conclusion of my research I realized there are many areas that could be used 
for further study. Would an analysis of intermediate readers show the same results? 
When would the students actually indicate that the books were written for much younger 
students? 
A similar study with the use of all nonfiction books would be valuable in considering 
if nonfiction books are viewed the same for the students and the teachers. Also a study of 
the perceptions of the classroom teachers and what they require for silent reading time 
could be beneficial to our school district. At this point in time, there appears to be 
different opinions on what the students are required to read during silent reading time. Is 
there a difference in reading acquisition for those students are expected to read books that 
are above their reading level? 
Do the students comprehend the stories they are reading from this bibliographic 
source? Are the students reading the selected stories in a phrased and fluent manner? 
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Since our building is implementing specific read aloud and think aloud strategies, are 
there specific materials and strategies that should be taught? In what order should they 
be taught? Should specific grade levels use specific think aloud strategies? Since the 
students indicated that sounding it out was a strategy used for figuring out unknown 
words during reading, are there specific think aloud strategies that could facilitate less 
proficient students in thinking about their reading? Would the books suggested in 
Beyond Picture Books provide adequate text quality for effective read alouds and think 
alouds? 
A study of our district's student scores and analysis of additional running records after 
providing sets of titles to the classrooms for silent reading time could provide insight into 
additional best books for less proficient readers. The titles could be either all fiction or 
nonfiction or in combination of both. The students would not necessarily be assigned 
chapter books solely for silent reading time. They could select several books from the set 
to read during silent reading time each day. Would providing large quantities of books 
for classrooms for silent reading time, from a source such as Beyond Picture Books that 
are at the students' reading levels improve their reading scores on standardized tests? 
Additional studies of books that have been published since the writing of Beyond 
Picture Books, 1995, could be beneficial to students, parents, teachers and librarians. In 
the shadow of NCLB and the use of more nonfiction books, are the new books written of 
the same quality as listed in Beyond Picture Books? Are publishing companies using the 
NCLB law to provide opportunities for students to have the best literature or are they 
using the legislation to make a larger profit? 
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The results of this research provides information for Anamosa Community School 
District to help in providing books at appropriate levels for the prevention of reading 
failure for the less proficient readers in third grade at Strawberry Hill Elementary; as we 
strive to meet the requirements set forth by No Child Left Behind. 
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Print Summary 
Five-Year Plan 
CSI P Answers Cannot Be Changed . 
The ent ire certification  process has  been completed for th i s  d istrict. 
Comprehensive School Improvement P lan Select Form 
Comprehensive School Improvement Plan 
Select CSIP Question 
I .  What do data tell us about our student-learning needs? 
I 
I I  
A. What data do we col lect? The Anamosa Community School District collects the fol lowing required 
data: (LRDA 1 )  
Trend l ine and subgroup data for ITBS/ITED reading and mathematics at grades 4, 8, and 1 1  
Trend l ine and subgroup data for ITBS/ITED science for grades 8 and 1 1  
Graduation rate 
Grade 7-1 2 dropout percentages) aggregate and by subgroup 
Percentage of graduates planning to pursue postsecondary education 
Percentage of graduates completing the core curriculum (4 years of Engl ish, 3 years each of 
mathematics ,  science and social studies) 
Career and technical education (CTE) student data (e.g .  1 1 th grade participants' proficiency in reading 
and mathematics, program completers, and occupational competency) 
Percentage of high school students achieving a score or status on a measure indicating probable 
postsecondary success. Our district uses the American Col lege Test (ACT) .  
Trend l ine data from the Iowa Youth Survey ( IYS) at grades 6, 8, and 1 1  (SDF1 , SDF3 and SDF4) 
A comprehensive, community-wide needs assessment which i ncludes input from community members, 
parents, administrators, staff and students (completed at least once every five year) 
Data from a second assessment for reading and mathematics at grades 4, 8 and 1 1 . The d istrict used a 
local ly developed instrument unti l the 2003-04 school year. Starting with the 2003-04 school year, the 
district has used the Measures of Academic Progress (MAP) developed by NWEA 
. Basic Reading I nventory (BR I )  data (grades K-3) 
Data from the district developed science assessment (grades 4, 8 and 1 1 ) 
Participation rates for required d istrict-wide assessments Attendance data. 
These data have been used to establish trend l ines , which are updated annually and reported in our 
Annual Progress Report (APR) . Using National Percentile Rank (NPR) i nformation from the ITBS and 
ITED assessments, we also monitor the progress of each peer group and cohort groups over time in the 
areas of reading comprehension, mathematics, science, and social studies as well as the core and 
complete totals where available. (LRDA1) .  
The Anamosa Community School District believes that the required measures of  academic achievement 
stated above do not provide a complete picture of its students' learning needs. Therefore we also collect 
and analyze information from a variety of other indicators including the fol lowing: 
District demographic data 
https://www.edinfo.state.ia.us/csip/csip_summary.asp?8%2F26%2F2005+ 10%3A56%3Al4+AM 8/26/2005 
Comprehensive School Improvement Plan -- Funding 
Basic Educational Data Survey (BEDS) data (e.g. course offerings and enrol lment information by 
course/g ender) 
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ITBS/ITED data for other grade levels and subject areas (grades 3 ,5 ,6 ,7 ,9 & 1 0) 
Gates-MacGinitie Test scores for kindergarten 
Student discipl ine data (e.g .  office referrals, suspensions and expulsions for grades K-1 2) (SDF1 , SDF3) 
STEP plan i nformation for grades K-5 
Referrals to alternative recess (K-4) 
B. How do we collect and analyze data to determine prioritized student-learning needs? 
I nstructional Development Cadre (CADRE) 
Th is group which is comprised of staff, students , parents, and community members serves as the school 
improvement advisory committee for the district. The team meets for two hours each month during the 
school year. The group reviews information from the Annual Progress Report, ITBS and ITED test scores, 
the I owa Youth Survey, and other information pertinent to the district. The CADRE studies and d iscusses 
the data and summarizes the findings. It then makes recommendations to the board regarding district­
wide prioritized needs and recommendations for the CSI P goals and action plans. The CADRE also 
reviews d istrict plans such as the Special  Education Plan, the Technology Use Plan, and the Extended 
Leaming Plan . The group also reviews the d istrict student learning goals ,  prioritized needs, and action 
plans i ncluded in the CSIP .  Recommendations from this group are taken to the Anamosa School Board 
who makes decisions based on these recommendations. 
District Leadership Team 
The District Leadership Team was formed during the summer of 2004. It has the responsib i l ity of being a 
l ia ison between the administration and staff especial ly i n  the area of professional development. The input 
of this group wi l l  be used to plan and implement professional development activities. The members wi l l  
also provide a l ink from d istrict level activities to building level. 
Superintendent's Advisory Council 
The Superintendent's Advisory Council was formed during the 2003-2004 school year. I t  was formed to 
provide i nput to the superintendent about district i ssues. The council reviews information from the district 
and provides input to the superintendent. It wi l l  also make recommendations to the administration about 
professional development activities based on input from the staff. 
K-1 2  Curriculum Committee 
K-1 2  curriculum committees are standing committees, which study and analyze the results of district 
assessments for the purpose of making recommendations to change the curriculum. The committees 
meet at least once a year and study ITBS/ITED test results as well as the item analysis .  The item analysis 
is done at the grade levels and the results are discussed at the curriculum committee meetings . Areas of 
concern are determined and possible actions to correct those concerns are proposed. 
Grade Level/ Subject Area Teams 
The grade level /subject area teams are the groups at the bui lding level that are responsible for the 
col lection and the analysis of the data related to its own level .  These groups meet regularly with the 
counselors and the bui lding administration to analyze data related to their own curriculum. This includes 
the item analysis for the ITBS/ITED, ACT, MAP results, results of SRI test ing as wel l as classroom 
assessments .  They also review subgroup information, attendance data, discipl ine data, and STE P  plans. 
This i nformation is then shared with curriculum teams, CADRE ,  and/or bui lding administrator. 
Stakeholder Groups 
District and bui lding information is shared with various stakeholder groups including the Anamosa 
Community School Board , the CADRE, parent advisory groups, and other community organizations. A 
community meeting has been held each year for the past four years i n  order to provide information to 
community members and receive input concerning district needs and priorities. Members of the 
educational institution as well as community members provide input on the use of technology in the 
d istrict. This  group does ongoing technology planning, i ncluding annual assessment of their technology 
plan and process. The superintendent has held a series of l uncheons to i nform the publ ic and receive 
public feedback. 
C. What did we learn through this data analysis? Through analysis of district and bui lding data and 
comparisons with the state's student performance trajectories, the fol lowing was learned: (LRDA 1 ,  
LRDA2, LRDA3, and LRDA4) 
The levels of proficiency in math on the ITBS at the fourth grade level are increasing. 
Subgroups of low SES and disabil ities have lower proficiency levels i n  reading , math and science on the 
ITBS/ITED at all levels. 
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The levels  of proficiency in science on the ITBS at the eighth grade level are increasing. 7 1  
There are n o  significant gender differences in  achievement i n  science on the ITBS a t  grades 8 o r  o n  the 
ITED at grade 1 1 .  
There are no significant gender differences in achievement in reading on the ITBS at grades 4 and 8 or 
on the ITED at grade 1 1 .  
Both grades 8 and 1 1  have a higher proficiency levels in science on the ITBS/ITED than the national 
average. 
Grades 4, 8 and 1 1  have higher proficiency levels in reading, math and science on the ITBS/ITED than 
the national average. 
The district graduation rate is h igher than the state rate. 
The percentage of graduates completing core curriculum is i ncreasing . 
ACT scores of graduates are decreasing 
Drug and alcohol use increase between eighth and eleventh grade according to the Iowa Youth Survey 
Report. (SDF2, SDF4) 
There are fewer students scoring at the proficient level in reading than in math on the ITBS/ITED at 
grades 4, 8 and 1 1 .  
Students score lowest i n  the subtest of analyzing and evaluating information at the high school level on 
the ITED test 
At the middle school ,  life and physical science scores are lower than other science subtests on the ITBS 
At al l  levels ,  language scores are higher than reading scores on the ITBS/ITED 
Students feel less safe in 1 1 th grade than in middle school according to the Iowa Youth Survey (SDF2, 
SDF4) 
Throughout the last two years,  the district has col lected data from community groups through community 
meetings and superintendent's coffees/luncheons. A survey was also distributed to fami l ies and data was 
col lected from this survey. While the rate return of the surveys was not sufficient to be a val id measure ,  
input from the meetings and surveys was considered when writing this plan. (LC3) 
D. From the data analysis, what are our prioritized student needs? Based on the data reviewed, we 
developed the fol lowing l ist of prioritized student needs : (LC4) 
I mprove achievement in reading comprehension, math and science for the low SES students and 
students with I EP's at al l  grade levels 
Improve reading achievement i n  the area of analysis and general ization and factual understanding at al l  
levels 
I mprove mathematics performance in the areas of measurement and computation at the elementary and 
middle school levels. 
I ncrease achievement i n  the use and application of decimals and fractions i n  upper elementary through 
high school 
I mprove the d istrict ACT scores 
I mprove science achievement in the area of analyzing and evaluating i nformation at the high school level 
I mprove the feel ing of safety for students at a l l  levels 
Decrease the use of drug and alcohol use at the high school level and M iddle School 
E. How wil l  we develop goals and actions based upon the prioritized needs? The I nstructional 
Development CADRE (SIAC) and the d istrict leadership team will use the prioritized needs to generate 
and recommend goal statements to the Anamosa School Board for adoption. The building staff wi l l  design 
strategies and action plans that al ign with and support the establ ished goals. 
I I .  What do/wil l  we do to meet student-learning needs? 
A. What long-range goals have been established to support prioritized student needs? Based upon 
recommendations of the CADRE with i nput from community meetings, the school board has adopted 
district goals al igned with student needs . (LCS) 
District Student Learning Goals 
Anamosa's student learning goals are the general expectations for all students . 
Students wi ll :  (LC6) 
Acquire basic ski l ls in  areas such as reading, mathematics, science, and technology as a foundation for 
continual learning 
Respect themselves, others, and the environment 
Work cooperatively with others 
Be responsible citizens 
Become effective communicators 
Solve problems in creative and positive ways 
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District Long Range Goals 
Goal 1 :  All students PreK-1 2 will achieve at high levels in reading.  (LRG 1 ,  MCGF3, AR6, EIG1 )  
The fol lowing indicators wi l l  measure district progress with Goal 1 :  
Percentage of students who score at the proficient level or above in reading comprehension ( 4 1  st 
percentil e  or above using national norms) on the ITBS Reading Comprehension Test in grades 3-8 and 
the ITED Reading Comprehension Test in grade 1 1 ,  including data disaggregated by subgroup. 
Percentage of students in grades 1 -3 who read at grade instructional or i ndependent level on the BRI 
Percentage of students i n  Kindergarten who demonstrate pre-literacy ski l ls  
Percentage of students i n  grades 3- 10 who score at the proficient level or above in reading on the MAP 
assessment 
Goal 2: Al l  students PreK-1 2  wil l  achieve at high levels in mathematics . (LRG2, MCGF3, AR6, E IG l 1 ) 
The fol lowing i ndicators wi l l  measure district progress with Goal 2 :  
Percentage of students who score at the proficient level or above in mathematics total ( 41  st  percenti le or 
above using national norms) on the ITBS M athematics Total in grades 3-8 and the ITED Mathematics 
Total Test in grade 1 1 ,  including data disaggregated by subgroup. 
Percentage of students in grades 3- 1 0  who score at the proficient level or above in math on the MAP 
assessment 
Goal 3: Al l  students PreK-1 2 wi l l  achieve at high levels in science. (LRG3, MCGF3, AR6 ,  EIG I )  
The following ind icators w i l l  measure district progress with Goal 3 :  
Percentage of students who score at  the proficient level or  above in science total (41 st percenti le or  
above using national norms) on the ITBS Science Test in grades 5-8 and the ITED Science Test in grade 
1 1 ,  including data disaggregated by subgroup. 
Percentage of students who score at the proficient level or above on local ly developed science 
assessment. 
Goal 4: All students Pre-K - 1 2  wi l l  use technology in developing proficiency in reading, mathematics, and 
science. ( FTP 1 )  
The fol lowing i ndicator wi l l  measure district progress with Goal 4: 
The indicators identified for Goals 1 ,  2 .  and 3. 
Percentage of students at grade 8 who score at the proficient level or above on a local ly developed 
technology assessment. 
Goal 5: All students PreK-1 2  wi l l  feel safe at and connected to school 
The following i ndicators wi l l  measure district progress with Goal 5 :  
Attendance rate as measured by the average daily attendance data calculated and reported on the 
Certified Annual Report (CAR) .  
Graduation rate as calculated by the I owa Department of  Education using data from the spring BEDS 
report. 
Percentage of student body in middle and high school that receives any discipl ine referrals ( i .e . , office 
referrals, suspensions , and expulsions) (SDF5, SDF6, SDF7) 
Percentage of students in grades 6, 8, and 1 1  that report that they feel safe at and connected to a 
significant adult at school as indicated on the triennial I owa Youth Survey. (SDF5, SDF6, SDF7) 
Percentage of students in grades 6,8 and 1 1  that report that they have used alcohol, tobacco, or other 
drugs on the triennial I owa Youth Survey (SDF5, SDF6, SDF7) 
Other assessments as required by the federal grant 
B. What process wil l  be used to determine what we will do to meet the long-range goals? The 
stakeholders impacted by our goals should have a voice and ownership in determining how to meet the 
identified goals. The District Leadership  Team wil l identify district and bui lding level leadership teams. 
These leadership teams will be responsible for developing and assisting with the implementation of the 
building action plans in accordance with the Iowa Professional Development Model . Our district wil l use 
the Iowa Professional Development Model process to develop its d istrict career development plan. As 
actions are developed to support each goal , implementation plans wil l  be developed at the appropriate 
levels (e.g . , elementary, middle school and high school) to provide K-1 2 system al ignment of efforts . It wi l l  
also monitor the implementation plans at each level to support K-1 2  al ignment efforts. 
Technology is used to assist the district in a . )  col lecting and analyzing student achievement data as wel l 
as other types of date; and, b . )  i n  setting student achievement goals in the area of knowledge and the use 
of technology. 
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C. What is our current practice to support these long-range goals? 1 .  I nstructional Strategies 73 
Currently Used in the District: 
Small flexible groups (K- 12) 
Cooperative learning groups (K-1 2) 
Large group instruction (K-12) 
Daily Analogies / Daily Oral Language ( 1 -5) 
Pre-reading strategies (K-1 2) 
Graphic organizers (2- 1 2) 
Mental M ath (K-9) 
Dai ly Computational Practice ( 1 -8) 
Textbook Use (3-1 2) 
Use of math manipulatives (K-7) 
I nquiry Based Science (K-1 2) 
Hands-on Science Instruction (K- 12) 
Labs and Demonstrations (K-1 2) 
- Programs offered as part of E2T2 Consortium such as Technology I ntegration M entorship Program, 
Explore M ore, GPS project and Graphing Calculator 
2. I nstructional Programs/Services Supports Currently Used in the District 
District Career Development Plan (Professional Development Program (PreK-1 2) 
At-risk Program/Services (PreK-1 2) 
G ifted and Talented Program/Services (TAG) (K-12)  
Special Education Program/Services (PreK-1 2) 
Mentoring and I nduction Program (PreK-1 2) 
Alternative High School (9-1 2) 
CAT (Chi ld  Assistance Team) Team (PreK-1 2) 
Chi ld Study Teams (PreK-1 2) 
Juvenile Court Liasion 
Family Resource Center 
Workplace Leaming Connection 
Kirkwood Academies 
Post-Secondary Enrol lment Options (PSEO) 
Distance Leaming Opportunities 
Reading Recovery ( 1 st grade) 
Reading Academy (2nd grade) 
Mul ti-age and Traditional Programming 
Technology-based reading and mathematics programs 
Life Ski l ls Curriculum 
Anamosa delivers the fol lowing programs and accesses these program funds as a result of identified 
student need: 
Perkins: Vocational and Technical Educational Program (9-1 2) 
Title I ,  Part A: Reading Program/Services ( 1 -5) 
Title 1 1 ,  Part D:  Technology Usage 
Title IV: Safe and Drug-Free Schools Progams/Services 
3. System-wide Management Supports Currently Used in the District 
Resource al location (e.g. , financial and personnel) 
Technology (e.g . ,  data management system and infrastructure) 
Pol icy development 
Personnel evaluation systems ( includes administrators, teachers and paraeducators) 
Curriculum development 
I owa Technical Adequacy Project ( ITAP) (curriculum/assessment al ignment) 
Leadership for CSI P implementation (CADRE) 
D. How is our current practice aligned with or supported by the research base? We rel ied upon the 
I owa Content Area Networks, the AEA, and local content area experts to access information about 
practices supported by scientifical ly-based research. 
Current Practices Supported by Research 
Reading Recovery 
I nvestigations in Mathematics 
Small flexible group instruction 
Project Alert 
Towards No Tobacco (TNT) 
I nquiry-based Science I nstruction 
Graphic organizers 
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74 
Research Needed: The CS I P  Committee that i ncludes staff from each bui lding col lected and reviewed the 
l i terature base on practices beyond reading and math. The committee wi l l  continue to study the research 
in the fol lowing areas: 
Science: (AMN3) 
Hands-on science instruction 




Daily Analogies/ Daily Oral Language 
Mental Math 
Daily Computational Practice 
Use of manipulatives 
Technology: 
Strategies designed to enhance instruction in reading, mathematics and science 
Environment: 
Alternative high school programming (AR7) 
Life Skil ls Curriculum 
Drug/Alcohol Prevention Programs (AR7) 
Program/Services Current Practice. The committee wi l l  also use a goal-oriented approach to program 
evaluation (clear expectations, results ,  data and targeted program/service evaluation) to determine 
program effectiveness relative to CSI P  goals and other program goals. 
E. What gaps exist between our current practice to support long-range goals and the research 
base (include curriculum and instruction)? Curriculum/Assessment Al ignment. We have developed 
standards, benchmarks, and grade/course level expectations in all content areas. Over the past three 
years, we have focused on aligning our mathematics curriculum, both vertically and horizontal ly .  We need 
to focus on the reading curriculum area to al ign reading ski l ls both vertical ly and horizontally. We 
completed an al ignment review of our curriculum and district-wide assessments during the 2002-2003 
school year using the Iowa Technical Adequacy ( ITAP) process. 
I nstructional Strategy Decisions . In review of our i nstructional practices, it became apparent that we have 
some practices with a documented research base, some practices with a weak research base, and some 
practices with no research base. Within  the next five years, we must address the fol lowing two issues: 
1 . ) The discontinuation of practices that are not supported by research or have not produced evidence of 
contributing to positive student resu lts, and 
2.) The consistent implementation of strategies that are research-based and/or have contributed to gains 
in student achievement. 
Reading Recovery: We have studied research related to Reading Recovery. Our local program evaluation 
data indicated that the program is effective in moving students toward reading at grade level and 
sustaining that growth over time. 
I nquiry Based I nstruction in Math and Science: The research base in mathematics indicates that student 
instruction will improve if instruction is problem-centered and incorporates the use of representations. We 
are not consistent in  our d istrict i n  using i nquiry-based methods. I n  order to improve these practices, the 
d istrict wi l l  continue to participate in AEA initiatives such as Science Collaborative and SM ILE .  
Direct and �ystematic I nstruction in Reading: Research shows that reading achievement is improved 
when direct and systematic i nstruction in reading is used. Our district has reviewed its reading 
benchmarks and course expectations. The next step is to sequence those expectations throughout K-1 2  
and implement reading strategies that wi l l  improve reading achievement scores. These strategies wi l l  be 
part of our district career development plan. 
Behavioral I nterventions: The district uses some interventions that are research-based such as TNT and 
Project Alert. We also use a life ski l ls curriculum that includes some aspects of Bully Proofing Your 
School .  More research needs to be done at a local level to determine the effectiveness of these local ly 
developed programs. 
F. What actions/activities wil l  we use to address prioritized needs, established goals, and any 
gaps between current and research-based practice? Actions for CSI P Goals 1 ,  2 ,  3, and 4 
1 .  I mplement the district career development plan (professional development program) . (AMN1 , AMN2, 
AMN3, IE l1 , PERK1 , SPED1 , TQ7) 
Our district career development plan describes district-level professional development efforts al igned with 
prioritized student needs. Our district career development plan wi l l  focius on the fol lowing professional 
development target: reading comprehension, specifically in  the area of analysis and general ization. I n  
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mathematics and science, the emphasis wi l l  be on measurement, computation and problem solving. The 75 
selection of the professional development target was based on student data . Teacher practices were also 
studied to help identify professional development needs. The analysis of the al ignment of curriculum and 
assessment helped to identify professional development needs. This al igns with long range goals #1 , #2, 
#3, and #4. (PD6, TQ1 ,  TQ2) The plan describes a cycle in which professional development efforts wi l l  be 
targeted at student learning and sustained until student gains are acquired. At least 80 percent of 
professional development time and resources wi l l  be focused on learning new content and instructional 
practices. (TQ3, TQ4, FTP3) 
Professional Development Content: Beginning with the 2004-2005 school year, our district-wide 
professional development strategies wil l be: (FTP2, FTP4, FTP5) 
a. ) Effective reading strategies at all levels (K- 1 2) 
b . )  Strategies to identify essential learnings for each course and grade 
c. ) Progress monitoring (K-1 2) 
d .  I ntegrating technology into classroom instruction (K-1 2) 
The following process was used to document that these strategies are support by scientifical ly based 
research: 
Review of the research l isted on the Department of Education web site 
Review of the research on Effective Schools and Effective I nstructional Strategies 
Research-based Strategies . Our CSI P  Committee consisting of representatives from each bui ld ing 
reviewed research on the strategies used by a majority of staff members at each level .  The strategies 
below were found to resu lt in significant student achievement gains. I n  addition , they applied the fol lowing 
federal criteria to determine if a strategy has a quality research base: 
a) Evidence of positive student results demonstrated by research that employed systematic empirical  
methods and 
b) The research was described in studies that demonstrated the use of rigorous, systematic ,  and 
objective procedures to obtain rel iable and val id knowledge relevant to education activities and programs. 
(PD5, SDF9) 
Alignment with the Iowa Teaching Standards: These professional development actions al ign directly with 
the fol lowi ng Iowa Teaching Standards and Criteria: (TQ5) 
Standard #1 Demonstrates abil ity to enhance academic performance (specifical ly 1 a, 1 c) 
Standard #2 Demonstrates competence in content knowledge (specifical ly 2a, 2c, and 2d) 
Standard #3 Demonstrates competence in planning and preparation for i nstruction (specifical ly 3a, 3d, 
3e) 
Standard #4 Uses strategies to deliver i nstruction that meets the needs of al l  students ( specifical ly 
4a,4b, and 4f) 
Standard #5 Uses a variety of methods to monitor student learning (specifical ly 5a, 5b, 5c, 5d , Se, and 
Sf) 
Standard #7 Engages in  professional growth (specifical ly ?a, 7b, 7c) 
Professional Development Leaming Opportunities. Implementation of the district career development plan 
will involve these components. (TQ7) 
B Common training sessions on three inservice days during the school year and 8 early releases 
throughout the school year for learning opportunities (theory presentations, classroom demonstration and 
practice, reading l iterature, collaboration , discussion and reflection). Core staff wi l l  be trained to teach and 
support remaining staff on the use of technology tools to support implementation. Two of the inservice 
days as wel l as one early release wi l l  be spent in collaboration with the other schools in Jones County .  
B Monthly meetings of the Superintendent's Advisory Committee as wel l  as bui lding meetings as needed 
to col lect, organize and analyze data in order to plan future professional development 
B Teachers working in col laborative teams on a regularly scheduled basis. 
B Bui lding level meetings (observing demonstrations, working with data, developing lessons , reviewing 
theory) 
Participation: All teachers wi l l  be engaged in training ,  including those responsible for T itle 1 ,  Special 
Education , At-Risk, and G ifted and Talented. The principals and central office staff will also be actively 
i nvolved. We wi l l  work with the AEA staff to provide staff development activities on a district-wide and 
bui lding-wide level on the implementation of new strategies within the individual classrooms. (PERK1 , 
SPED1 , TQS) 
Professional Development Providers: AEA consultants wi l l  serve as the professional development 
provider for the d istrict. The Iowa Department of Education accredits this provider. (TQ6) 
2. Enhance instructional materials and resources. 
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B Begin to establ ish Essentia l  Learnings for each course/content area 
B Provide Progress Monitoring Tools for staff 
3. Provide supports that wi l l  address CTE students' achievement in reading and mathematics 
B I ntegrate reading and mathematics ski l l  development into the career and technical education 
curriculum. (PERK1 ) 
Actions for CSI P  Goal 5 
1 .  Support students and famil ies to increase student participation, attendance and graduation 
B Continue to offer a Summer Reading Academy for second grade at-risk students (AR7) 
B I nstitute a follow-up procedure with parents at the elementary school when absenteeism is a concern. 
For chronic absenteeism , provide a fami ly interview and fol low-up support that may include a truancy 
referral to law enforcement when needed. 
2. Create a learning environment that is safe, supportive, and conducive to learning (a culture of 
achievement and respect. 
B Work with other Jones County schools to develop and implement and monitor a plan to prevent drug 
and alcohol abuse by students in grades 6-1 2 .  (AR7, SDF9) 
B Provide a structure at the high school so students feel more connected to at least one staff member 
(AR7) 
B Research and implement research-based programs to develop l ife ski l ls  at all levels (SDF9) 
G .  How wil l  we support implementation of the identified actions? We wil l  devise implementation 
plans for the actions previously described for CSI P goals 1 ,  2, 3, 4, and 5. Implementation plans wi l l  
address the fol lowing components: 
B Clear expectations at the district, bui lding, and classroom levels .  
B Basel ine data for each action, if avai lable 
B Resources to support each action including timelines, personnel , and budget (including state and 
federal programs support as necessary) 
B Specific implementation outcomes for action steps 
B Persons responsible for oversight implementation 
B Evaluation of action implementation effectiveness 
I l l .  How do/will we know that student learning has changed? 
A. How will we know student learning has changed over time in relation to our long-range goals? 
Anamosa Community Schools will use multi ple data sources to determi ne if student learning has 
changed, i ncluding a combination of district-wide standardized assessments, grade level and classroom 
assessments , and perceptual data (e.g . , surveys). The Bui lding Site Teams wi l l  ensure that data from 
these assessment measures are col lected,  analyzed and shared the District Leadership Team and 
CADRE as outl ined in Question 1 8 . The district will continue to ensure that all students enrol led at the 
specified grade level are i ncluded in district-wide assessments (DWAP1 ) .  
Monitoring Progress with Long-Range CSIP  Goals 
As stated previously (see Question #2A), Anamosa wi l l  monitor progress on its long-range goals  through 
analysis of aggregate and disaggregated trend l ine data from the fol lowing sources: 
ITBS reading comprehension and mathematics total tests at grades 3-8, and the science test at grades 5 
and 8 (Goals #1 -#4) 
ITED reading comprehension, mathematics and science tests at grade 1 1  (Goals #1 -#4) 
BRI test at grades K-3 (Goal #1 ) (DWAP6) (partially meets DWAP3, DWAP4) 
MAP (Measures of Academic Progress) for reading and mathematics at grades 2-1 0 (Goal #2) (DWAP7) 
District Developed Science Assessment at grades 8 and 1 1 . (DWAPS) 
District Developed Technology Assessment at grade 8 (Goal #4) 
Attendance data from district's student information management system (Goal #5) 
District graduation data as calculated by the Iowa Department of Education (based on the spring BEDS 
report) (Goal #5) 
The percentage of students in grades 6, 8, and 1 1  that reports feel i ng safe and connected at school as 
reported through the Iowa Youth Survey (Goal #5) 
The percentage of the middle school and high school student body that receives a discipline referral ( i .e . , 
office referral ,  suspension, and/or expulsion) (Goal #5) 
Al ignment of Standards and Assessments-Iowa Technical Adequacy Project ( ITAP) 
To make certain that the assessments used to monitor progress on long-range achievement goals are 
al igned with the district's curriculum, Anamosa completed the Iowa Technical Adequacy Project ( ITAP) 
process for the ITBS ,  ITED, BR I ,  and District Assessments. Through completion of this process, the 
d istrict found that it was necessary to revisit its reading standards and benchmarks. The d istrict 
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discovered that the range of knowledge for the affective part of the reading standard was not covered. 77 
Therefore, the standard was reworded. The district has also changed its second assessment in reading 
and mathematics to the Measures of Academic Progress (MAP). Thus, the al ignment concerns were 
resolved. 
Student I ndicator Data Used for Evaluation of Programs and Services 
The same student indicator data used to measure progress with CSI P  goals wi l l  also be used to help 
i nform decisions regarding the effectiveness of the fol lowing programs and services provided by 
Anamosa: 
Professional development for teachers and principals (e.g . , District Career Development Plan and Title I I ,  
Part A) 
Supplemental reading services for el igible students (e.g. , Title I ,  Part A) 
Use of technology to improve student achievement (e.g . ,  Title 1 1 ,  Part D . )  
Drug and violence prevention program and socia l  ski l ls development (Title IV ,  Part A) 
Early intervention program for grades K-3 
K-1 2 at-risk program 
K-1 2  gifted and talented (ELP) program 
Special education services 
Career and Technical Education (CTE) programs 
Note :More specific detai ls regarding Anamosa's program/service evaluation process are included in the 
next section of the CSI P. 
Additional Data Gathering and Analysis  
To help provide a more complete picture of  student learning needs: Anamosa wi l l  continue to monitor the 
fol lowing data sources: 
Al l data points i ncluded in the district's Annual Progress Report (APR) 
The percentage of students who participate in district-wide assessments 
The average percenti le rank of kindergarten students on the Gates Achievement Test 
Student performance on the MAP reading and math assessments at grades 4, 8 and 1 0. 
Annual cohort performance from grades 2-1 1 as measured by the ITBS and ITED in the areas of reading, 
language arts, and mathematics 
Annual cohort performance from grades 5-1 1 as measured by the ITBS and ITED in the areas of social 
studies and science 
Career and technical education student data from the end-of-year program report (Perkins Report) 
The percentage of students indicating a safe learning environment and that other students treat them with 
respect as reported through the Iowa Youth Survey. 
Future Data Gathering 
I mplementation data on professional development 
Reading progress for students in Summer Reading Academy 
I nformation required for Alcohol Prevention Grant 
Student MAP progress 
IV. How wil l  we evaluate our programs and services to ensure improved student learning? 
A. What strategies/process wil l  we use to evaluate how wel l  the activities included in  Constant 
Conversation Question 2 (What do/wil l  we do to meet student learni ng needs?) were 
implemented? Goal-Oriented Approach to Program Evaluation 
Anamosa Community School District is going to use a goal-oriented approach to formally evaluate the 
programs and services it offers to meet prioritized student needs as identified in this CSI P (ECSIP1 ) .  This 
goal-oriented approach to program evaluation includes the fol lowing components: 
B I dentification of programs that contribute to progress with CSI P  goals (program expectations) 
B I dentification of any additional program goals or expectations 
B Identification of variables which affect performance 
B Identification of the indicators by which program effectiveness wi l l  be judged relative to performance 
B Development of processes for col lecting i nformation about performance 
B Collection of performance data 
B Comparison of the information regarding performance with the expected CSI P/program goals 
B Communication of results of the comparison to appropriate audiences 
Anamosa Schools wi l l  use a combination of formative and summative evaluation processes with in the 
program evaluation process. (TQ12) The district wi l l  also determine the frequency of the formative and 
summative evaluative processes for each of the programs/services by two factors: 1 . ) legal mandates and 
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2 . )  local data. At a minimum, and in-depth formal summative evaluation for al l  of the programs that 78 
Anamosa incorporates i nto i ts CSIP  wi l l  occur with in a five-year rotation. Note: Anamosa wi l l  submit, as 
required, any annual evaluation/reporting data for state and federal programs. 
The CS IP  Development Committee recommended the fol lowing program rotation and timelines for in­
depth summative program evaluation, using both student achievement data and teacher implementation 
data:* 
Program I n-Depth Program Evaluation Rotation 
Professional Development Program (District Career Development Plan) Annually, beginning in 2005 
(TQ10,  TQ1 1 )* 
Title I I ,  Part A (Teacher and Principal Training/Recruiting) Note: Title 1 1 ,  Part A is embedded into 
Anamosa's district career development plan . )  Annual ly , beginn ing in 2005 (TPTR1 )* 
Title I ,  Part A (Parent I nvolvement) Annual ly , beginning in 2005 (TITL 1 )* 
Title I I ,  Part D (E2T2) Every two years, beginning in 2005 (FTP6) 
Title IV (Safe and Drug Free Schools) Every three years, beginning in 2005 (SDF1 0) 
Mentoring and I nduction Program Every three years, beginning in 2006 (TQ9) 
Talented and G ifted Program (ELP) Every five years beginning in 2007 (GT2) 
Perkins (Vocational/Career and Technical Education Programs) Every five years beginning in 2008 
(PERK2, PERK3)* 
At-Risk Program Every five years beginning in 2004 (AR4)* 
Special Education Programs and Services Every five years beginning in 2008 (ESPE1 , ESPE2)* 
Anamosa Schools will collect formative evaluation data for each program on an ongoing basis .  This data 
wi l l  be reviewed by the appropriate group on an annual basis to determine if adequate progress is being 
made to reach the long term goals. Progress toward meeting program/service expectations will be 
reported to the District Leadership Team, the Board of Education, and the CADRE (S IAC). 
B. What i mplementation/student data wil l  we collect, analyze, and use to determine how wel l  each 
program/service described in Question 2 has been implemented to support our CSIP goals? CSI P 
I ndicator Data to Measure Program Effiectiveness 
Anamosa Schools wi l l  evaluate the effectiveness of the majority of its instructional programs and 
services, at least partial ly , through examination of the student indicator data, d isaggregated by program 
participants, for each of the goals l isted in its CSI P Constant Conversation Question #2. Based on input 
from the program providers , Bui lding Site Teams and District Leadershi p  Team, the district decided that 
evaluation of these data would be sufficient at this time, to assist in determining the effectiveness of the 
fol lowing programs: 
B Professional Development Program (district career development plan) (TQ1 1 )  
B At-Risk Program (AR4) 
r., Perkins (Vocational/Career and Technical Education Programs (PERK2, PERK3) 
B Mentoring and I nduction Program (TQ9) 
r., Special Education Programs and Services (ESPE2) 
B Title 1 ,  Part A (Parental I nvolvement Program) (TITL 1 )  
B Title I I ,  Part D (E2T2) (FTP6) 
B Title IV (Safe and Drug Free Schools) (SDF1 0) 
Additional Indicator Data to Measure Program Effectiveness 
The district decided that it needs additional i nformation to determine the effectiveness of some of its 
programs including both student and teacher data*. In addition to the indicator data associated with the 
CSI P  goals l isted in Anamosa's Constant Conversation #2, the district wi l l  also collect, analyze and use 
the fol lowing data to i nform effectiveness with the fol lowing programs: 
B Professional Development Program and Title I I ,  Part A (TQ10 ,  TQ1 1 ,  TQ12 ,  TPTR1 ) 
r., Percentage of faculty responsible for i nstruction who participate i n  district and bui lding career 
development opportunities* 
B Percentage of K-5 teachers who accurately use the strategies as measured by observations and 
implementation logs* 
B Effectiveness of professional development opportunities as measured by Zoomerang surveys* 
B Percentage of K-1 2  teachers using technology components as measured by technology surveys* 
B Percentage of students proficient in technology as measured by eighth grade technology assessment 
r., Data from the Summer Reading Academy to determine effectiveness of At-Risk programming 
Gifted and Talented Program (GT2) 
Anamosa School District does not bel ieve that disaggregating its district-wide assessment data by gifted 
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and talented student participants wi l l  provide meaningful information. Therefore, the district wi l l  use the 79 
fol lowing i ndicators to determine the effectiveness of its gifted and talented program: 
f1 Percentage of all students participating in the gifted and talented program who meet goals in their 
individualized learning plans 
f1 Growth of gifted and talented students i n  academic areas as measured by the MAP tests 
Perkins (Vocational/Career and Technical Education Program (PERK2, PERK3) 
Percentage of students by special population subgroups in career and technical programs who are 
proficient in occupational ski l ls 
Percentage of graduates by special population who were program completers who receive a high school 
diploma or equivalent 
Percentage of senior program completers by subgroups who participate in career and technical programs 
who ind icate their i ntention to continue their  education , non-mi l itary employment, or mil itary employment 
Mentoring and I nduction Program (TQ9) 
f1 Percentage of beginning teachers participating in the mentoring and i nduction program who meet goals 
of the district career development plan, as appropriate to their teaching assignment 
f1 Percentage of beginning teachers participating in the mentoring and induction program who 
demonstrate competency in classroom management ski l ls 
f1 Beginning teacher and mentor satisfaction as reported on the Grant Wood mentor survey 
Special Education Programs and Services (ESPE1 ) 
f1 Percentage of al l  students with I ndividualized Education Program ( IEPs) who meet their I EP  goals 
Title I, Part A, Parental I nvolvement (TITL 1 )  
f1 Percentage of parents who participate i n  the annual evaluation of the parental involvement policy in 
improving the academic quality of schools served under Title 1 ,  Part A 
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Appendix B 
Parental and Child Consent for Human Study Documents 
University of Northern Iowa 
Human Participants Review 
Parental Permission 
81 
Your child has been invited to participate in a research project conducted through the 
University of Northern Iowa. The University requires that you give your signed 
agreement to allow your child to participate in this project. The following information is 
provided to help you make an informed decision whether or not to participate. 
This study is designed to discover if books recommended in a bibliographic source are 
appropriate for students that have scored below the fortieth percentile on the Iowa Test of 
Basic Skills. Are these recommended books at the appropriate level for your child? Are 
these books of interest to your child? If the library has the book your child reads, would 
it be one that they may be drawn to check out? 
Your child would be able to choose a book from several selections to read out loud while 
the investigator takes a running record. This means I will write down what your child 
does during reading with the text. I will note correct, incorrect and fixed up errors while 
your child reads Next, your child will be asked about how appropriate the book is for 
them: too easy, too hard, looks like for a younger child, what kind of books they would 
like to see to read in the library. During this part of the research the investigator will 
make an audio recording of the reading and questions. 
There are no foreseeable risks to participation. If your child participates they will work 
with me for approximately 30 minutes of class time. I am going to try to have them read 
upon arrival at schoot at this time all the buses arrive, Raider Exercises take place and 
morning jobs are completed. I am going to attempt to take them at that time so that no 
direct teacher instruction time is missed. 
Information obtained during this study which could identify your child will be kept 
strictly confidential. The summarized findings with no identifying information may be 
published in an academic journal or presented at a scholarly conference. 
Your child's participation is completely voluntary. He or she is free to withdraw from 
participation at any time or to choose not to participate at all, and by doing so, your child 
will not be penalized or lose benefits to which he/she is otherwise entitled. 
If you have questions about the study or desire information in the future regarding your 
child's participation or the study generally, you can contact Sandra Antons at 319-462-
3549 (school) or 319-462-4957 (home). You may also contact the project investigators 
faculty advisor, Dr. Barbara Safford, UNI Division of School Library Studies, University 
ofNorthern Iowa at 319-273-2050. You can also contact the office of the Human 
Participants Coordinator, University of Northern Iowa, at 319-273-6148, for your 
answers to questions about rights of research participants and the participant review 
process. 
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I am fully aware of the nature of my child's participation in this project as 
stated above and the possible risks arising from in. I hereby agree to allow 
my son/daughter to participate in this project. I have received a copy of this 
form. 
Signature of parent/legal guardian Date 
Printed name of parent/legal guardian 
Printed name of child participant 
Signature of investigator Date 
Signature of advisor Date 
University of Northern Iowa 
Human Participants Review 
Informed Assent 
For young child approximately 6 - 10 years old 
Project Title: Reaching Older Less Proficient Readers with Books Suggested in a 
Standard Bibliography 
Name of Principal Investigator: Sandra E. Antons 
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I, _______ , have been told that my mom, dad, or the person who takes care of 
me has said that it is okay for me to take part in an activity about reading some books to 
see if they are a good fit for me and answering some questions about what I have read 
and if I liked the book( s ). 
I am doing this because I want to. I have been told that I can stop my part in the activity 
at any time. If I ask to stop or decide that I don't want to do this activity at all, nothing 






1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
3. What are the expectations that your teacher has for you for book choices during silent 
reading time? 
4. How do you see yourself as a reader? 
5. What do you do when you come to a word that you don't know? 
6. What else do you try? 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
8. How do you know if a book is just right for you? 
9. What are your favorite types of books to read? 
10. What kind of books do you stay away from? 
11. Do you know where to find books similar to the books you read? 
12. Why do you think it is important to find just the right book for you? 
13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 




Interview with Stacy 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
J ust r ight 
Deputy Dan Gets His Man by Joseph Rosenblum 
J ust r ight 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust ri ght 
2 .  Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
J\nnh.'d to J )cputy nun ( iers !-ii., .\ fun 
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
No ( shak i ng  head ) 
4. How do you see yourself as a reader? 
I n  the m idd le 
5 .  What do you do when you come to a word that you don't know? 
Sound i t  out 
6. What else do you try? 
Take the e nd i ng off mth  finger 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
I l ook at the cm er and tht:' p i ctures and read mg i t  fm a i i  tt l c  \\ h 1 k 
8. How do you know if a book is just right for you? 
I . tHik ing at t h-:  pi c ture" and l ook i ng at tht; cm cr .  
9 .  What are your favorite types of books to read? 
Chapt�r bnoks 
10 . What kind of books do you stay away from? 
Nun chapter hook� 
1 1 . Do you know where to find books similar to the books you read? 
l n the l i b ran 
12. Why do you think it is important to find just the right book for you? 
Because I bet it wou lJ  he l p  me read better 
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13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
I don · t kno\\ 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
No answer 
Do you want to find books yourself? 
Shakes head vcs 
Interview with CJ 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
Too easy 
Deputy Dan Gets His Man by Joseph Rosenblum 
Too eas\ 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust right 
2 .  Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
J>rohah!y 1 101 ,  hccuusc in.:' read mnrc h ig chupter huuks with more wr,1\ /, . 
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
Read c hapter books fr)r Dear t ime .  
4. How do you see yourself as  a reader? 
A reader that i s  \rnrk i ng rea l  h ard. because l read rea l boob e\ ery morn i ng I ha\ e ton s  
o f  book s  i n  my book hag, l ikral ly  tons .  
5 .  What do you do when you come to a word that you don't know? 
I e i ther sk i p  over and read the rest and come back a nd see \\ h at \\ ou ld  fi t m there that 
word sounds l i k e  or I sound it out or i take a \\ ay part s  of  t he word and read each  part and 
put i t bad, togdher .  
6. What else do you try? 
Did not ask. 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
r m 1n to cars and then I get a chapter book I can read and l l i ke ,  
8 .  How do you know if a book i s  just right for you? 
I read fi ,  c \\ Ords and i f  l get a l l fi \ e r ight  then I k nO\\ I can read i t .  
9. What are your favorite types of books to read? 
Cars .  ska teboa rJ i n �: and b i ke btH Jk s 
1 0 . What kind of books do you stay away from? 
L i ke b1Joks that an: gn_) \\ n up boob. l i ke for old1: r k i l.b 
1 1 . Do you know where to find books similar to the books you read? 
L i ke had. of the part . I l ook frn tfk· p i c t urt·s under I t  
12 .  Why do you think it is important to find just the right book for you? 
B�cause 1 f  l g"�t �.;ornet hmg hanl.: r r m  1wt go i ng to b-: ab l e  tt) r(;ad i t .  If r get som...:th ing 
; 1 L1 ( \  r-"1 ! � : 11 1  t l7 n 
,_ -
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1 3 .  What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Most of thl..'  t imes k i ds l i ke skateboarding. b ik ing  and cars_ l i ke I do .  Ci i r i s  l i ke  bal i ct 
danc ing and dress ing books .  L i ke  with d resses and sb rt<., and g i rl s  l i ke p i n k  colors and 
purp le and red becaus� i t  i �  c lose to pi nk .  
14 .  Would you like to see books that might be  just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
Shou ld be l i ke i n  rcnvs have l i tt le s ign s  that say t h i rd grade books or another  grade or  
someth ing and a l i tt ie  paper tha t  stop on each s ide and do i t  for a l l  the grades .  
K i ndergancn and  Begi ndergarten i t  i s  harder 1 0  understand t he orders \Nhen t h i rd grade 
has l i hran and computer lab \\ l' don ' t  han: t1 1ne to t h i n k  \\ here it cou ld  be or to fi nd th.;.". 
books on the computers 
Interview with Sydney 
Black text designates researcher and the red text designates third grade student 
participant. 
1 .  Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage. )  
9 1  
Nate the Great and the Musical Note by Marjorie Weinman Shannat and Craig Shannat 
J ust right 
Deputy Dan Gets His Man by Joseph Rosenblum 
Just r ight 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
K i nd of hard ·- there i s  a \\ Ord that i s  I was try i n g  to fi gure out and I coul dn ' t  ge1 i t .  
2 .  Would your teacher approve of  any of  the books that you read parts of  for me to have 
in your desk for silent reading time? 
They a re good choi ces .  
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
She says s he \\ ants chapler books .  
4. How do you see yourself as a reader? 
In  the m i ddle 
5 .  What do you do when you come to a word that you don't know? 
F i nd a word I know and separate i t  and then I t ry to fi gure i t  out . 
6 .  What else do you try? 
l try to figure 1 t  out by mysel f. and i f  I can· 1 get th� \\ ord t hen I w i l l  ask the kacha. 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
Books that l ook  l i ke the� are good. hy th;.; cm t:r and the t i t l e 
8 .  How do you know if a book is just right for you? 
B� th-: t i t l e  or t he  p ic t ur� s .  
9. What are your favorite types of books to read? 
Chapter boob. / · book'.� and  these k i nd of  boob that ha , c no c hapters i n  them . 
1 0. What kind of books do you stay away from? 
Ren l h  hard or  
1 1 . Do you know where to find books similar to the books you read? 
l u se ::.h-: l f  �a \ e r  ur e l se l ke�p m�\ hand rn t here 
1 2 .  Why do you think it is important to find just the right book for you? 
I f  vou  don · t krnm hO\\ to I i  k c  sound out the \\ nrd. i f  nn1 cfon · t k rnm tht-- \\ o rd thc�n  I . . 
\\ ou IJn ' t  get i t  because 1 t  1 s  l i ke tot) hard 
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1 3 .  What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
'{ ou can te l l  \\ hen i need r1t.:� I p 
14 .  Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
Haw a basket of books .  
Interview with Keely 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
J ust r ight 
Deputy Dan Gets His Man by Joseph Rosenblum 
Too easy 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust r ight 
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
Are these chapter books? What do you think? Which ones would your teacher would 
say are okay? Poi nted to/) eputy nan ( ;et, ffr, \ fan and Yuh' 1he ( ;real and the \lusicul 
, \ '( ) / t' .  
3. What are the expectations that your teacher has for you for book choices during silent 
reading time? 
I Ia, e to h a\ � a i.: hapkr bo1.J1' 
4. How do you see yourself as a reader? 
I n  the m i dd l e  
5. What do you do when you come to a word that you don't know? 
l try to sound i t .  sound it sv l l ab l es or i f  there i s  a word l i ke and i n  i t .  . . 
6. What else do you try? 
No ans\\ er  
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
I f  I m i ss fi , e  words i f  I read a page or t\\ O and 1 f  I m i ss fiH· ,, ords .  that ' s  not the  n gh t  
one· for me .  
8. How do you know if a book is just right for you? 
Answered in number 7, so not asked by researcher. 
9. What are your favorite types of books to read? 
/\n irna l  books  bccau •,c I io \  e r in irna l " - Soccer buok� 
10. What kind of books do you stay away from? 
Not Real h 
J U ll l ,: B ,  
11. Do you know where to find books similar to the books you read? 
Researcher did not ask. 
12. Why do you think it is important to find just the right book for you? 
Becau�e 1 f i 1 i s  tl.h.i hard you don · t  understand and :, ou "k i p  a l ot of ,, ords 
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13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Um 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
Lea\ e them on the sheh es .  
Interview with Tucker 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
J ust right 
Deputy Dan Gets His Man by Joseph Rosenblum 
Too easv 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
Just r igh t  
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
Po i n ted to /)cputy nun ( iel\ f11s ,\ fun and .\ ate 1h1.:' ( ire,11 und rile :\ ln\lctd .Yore. 
3. What are the expectations that your teacher has for you for book choices during silent 
reading time? 
A hook l can read and i t  has to he a chapter hook .  
4. How do you see yourself as a reader? 
Need he lp someti mes 
5. What do you do when you come to a word that you don't know? 
Sound i t  out 
6. What else do you try? 
No ans\\er 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
No anS\\ er 
8. How do you know if a book is just right for you? 
r j ust s i t  JLm n and rez1d a l i t t le bi t  of and \\ hl'n  I read 1 L  J t  i s  k i nd of easy . nnr ea�y or _1 ust 
r i gh t .  
9 .  What are your favorite types of books to read? 
Cars and mnh)rc, c· 
10. What kind of books do you stay away from? 
Barb i e  
1 1 . Do you know where to find books similar to the books you read? 
lhe h if  i i brar\· and the l l h rary her� 
1 2 .  Why do you think it is important to find just the right book for you? 
So YOU can r�ad i t  
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1 3 .  What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Probably ,  then no  m1S\\ er 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
I .ea\ e t hem on the sh�h es and I can come and asl-.. .  
Interview with Griff 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
97 
Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
J ust ri gh t 
Deputy Dan Gets His Man by Joseph Rosenblum 
J ust r ight 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust r igh t  
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
Pointed to Xure the ( jreut und the ,\ !usicui .\'ore, iv1rs .  \\/ t:ers wou ld l i ke t h i s  one because 
i t  i s  a <.ktccti vc hook and nerw1 · nan < iet., H1 ,· .\Jun, th i s  one l k i nd  of l i ke 
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
I I::n e to hm c a  chapter book and one can be anyth i ng. hut I a l \\ ay s  \\ as  t \\ O  cht1pk-r 
hooks_ 1 \\ant one chapter book for here and one to take home 
4. How do you see yourself as a reader? 
Good reader 
5. What do you do when you come to a word that you don't know? 
Sound i t  out .  b ut i f  I don ' t  k no\\' what it i s  I ' l l  ask for he lp 
6 .  What else do you try? 
No 
7. When choosing a book to check out what are some of the things you look for as  you 
are searching? 
Prohabh l i ke fi c t i on .  race car hooks or the ( j wm1n , ! I ·ur/d un i., 
8. How do you know if a book is just right for you? 
I fr� e finger check i t  I r1.:ad page and i f  I ha, e a i l fin: i f s  too hmd . 
9. What are your favorite types of books to read? 
Race car books 
10 .  What kind of books do you stay away from? 
1 don · 1  hke ones about fa i ri i,;-; 
♦ 
1 1 .  Do you know where to find books similar to the books you read? 
l l ook at oth er race car book "  and th e finger c heck them and sec \\ hat ones the best 
12 .  Why do you think it is important to find just the right book for you? 
Because l \\ ant to get smarter not dumber 
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13 .  What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Noth ing  e lse 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
Explore to find boob I \\ ant .  
Interview with Ace 
Black text designates researcher and the red text designates third grade student 
participant. 
1 .  Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
Too easy to j ust right 
Deputy Dan Gets His Man by Joseph Rosenblum 
J ust right 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
Too eas\· 
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
Pointed to.\'ate the ( ireur and 1hc .\lw 1cul .\'ote. th i s  one k ind  l ike a c ha l lenge .  Poi n ted to 
])eputy /)un ( it'!., His .\ Ion and / he 11erensftun Hears and the .\ /!s.'1ng Honey and these 
two aren · 1 .  
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
:'Jo 
4. How do you see yourself as a reader? 
K 1 nd of a good reader 
5. What do you do when you come to a word that you don't know? 
I sound i t  out a nd i f  there a re any chunks I kmm and l cover the rest up and then put i t  
together .  
6. What else do you try? 
Sound it out 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
I \\ll l sa� , probably ,  I.aura I ngal l s  Wi lder 
8. How do you know if a book is just right for you? 
The dot s tand:-, for d i  ftl:rcnt I t \  ch .  
9. What are your favorite types of  books to read? 
Snakes ,  pi rates .  La ur :1 I n ga l l s,  \Vddcr and p irnk�: and ( i on-;cbun1rb and an imal books .  
spi ders and a l  I i  gators and Star Wars 
10 .  What kind of books do you stay away from? 
Hmmm. can ' t  th i n k  of one ri ght no\\ 
1 1 . Do you know where to find books similar to the books you read? 
Researcher did not ask. 
1 2 .  Why do you think it is important to find just the right book for you? 
Because i t  m ight hdp you read .  
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13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Um 
14 .  Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
F ind books that you th ink m ight be good for me and put th-:rn in a bucket . 
Interview with Thetus 
Black text designates researcher and the red text designates third grade student 
participant. 
1 .  Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.) 
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
Too easy 
Deputy Dan Gets His Man by Joseph Rosenblum 
Too hard 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust r ight 
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
Yeah 
3. What are the expectations that your teacher has for you for book choices during silent 
reading time? 
No 
4. How do you see yourself as a reader? 
Readt;r i n  t ht: m idd l e  
5. What do you do when you come to a word that you don't know? 
I l ook for some chunk s  that I k nmY 
6. What else do you try? 
I see some \ owe l s. I i ke  a c \\ 1 th  an c. i or , it s;.n s an "' ·  
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
l use a fi , e  \\ Ord c heck How do you do it? I don · 1  knm\ 
8. How do you know if a book is just right for you? 
Answered in number 7. Not asked by researcher. 
9. What are your favorite types of books to read? 
Spun,L!. L' 8uh ScJ Z il trc l 'unts books and an ima l  books .  ! 1 kc  cah 
1 0. What kind of books do you stay away from? 
Usual l :\ l i k e  b i g  fat ! 1 , 1ok -; or ha rd \\ Ords l i k e  a lf fth 
1 1. Do you know where to find books similar to the books you read? 
l U'.--ua l l �, l ook fi..H the p i c tures of  cah 
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12 .  Why do you think it is important to find just the right book for you? 
So > () U can read tt and get hL'tkT at reading so > ou can read most !> · a l l  the t imt. 
13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
14. Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
L ike a basket 
Interview with Molly 
Black text designates researcher and the red text designates third grade student 
participant. 
1 .  Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.)  
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
J ust r ight 
Deputy Dan Gets His Man by Joseph Rosenblum 
Too easv 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
J ust r i gh t  to too hard 
2. Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
I wou l d  probably say yes. 
3. What are the expectations that your teacher has for you for book choices during silent 
reading time? 
I t  wou l dn  · t be any of these hooks because \\\: han.: to rt.'ad c hapter books .  n ot pi c ture 
books .  
4. How do you see yourself as a reader? 
Pretty good 
5. What do you do when you come to a word that you don't know? 
I sk i p  i t  and  read on  and then I come back 
6. What else do you try? 
J ust t ry lo sound i t  out or i f !  don · 1  know and say somet h i ng that l ooks l i k e  i t .  l f i t  i s  
t r ic ky then I fi na i i �  fi gure l l  ou t .  L i ke i n  8eremru1n i31._\✓r.'- I sa i d  secret a n d  i t  was scent .  
7 .  When choosing a book to check out what are some of the things you look for as  you 
are searching? 
No 
8. How do you know if a book is just right for you? 
I go to the \·cry back of the book and I l ook at how nwny pages there are and ho\\ b ig  t he 
ktters arc .  rv'ly teac her brought t h i s  une up. to l ook  at the back anJ 1 t  m ight say i f  i t  i s  
j ust r igh t  fo r  t h i rd grade rt.>adi ng. 
9. What are your favorite types of books to read? 
I don · t kno\\ 
\ 
1 0. What kind of books do you stay away from? 
/!any / 1ul!cr boo�s  and books  that go i nt o  the  h undreds 
1 1 . Do you know where to find books similar to the books you read? 
Researcher did not ask. 
12 .  Why do you think it is important to find just the right book for you? 
1 04 
I f  i t  i s  too h ard 1 t  wi l L  wcH \\C arc t ry ing  to do th i s  th i ng that you are supposed to read a 
book i n  a week . I d i d  t h i s  one book and I d i dn ' t  get I L  it took me ahrnt l\\ O \\ 1:1:ks and I 
on l y  had a few days l eft and l had to read a rea l  easy book _  
13 .  What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
Don · t  know 
14 .  Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
The l ast one. fi nd t hem together. 
Interview with Hannah 
Black text designates researcher and the red text designates third grade student 
participant. 
1. Do you think that book is too easy, too hard or just right for you? (Asked after the 
reading of each passage.)  
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Nate the Great and the Musical Note by Marjorie Weinman Sharmat and Craig Sharmat 
Too hard 
Deputy Dan Gets His Man by Joseph Rosenblum 
J ust r i ght 
The Berenstain Bears and the Missing Honey by Stan & Jan Berenstain 
Just ri ght 
2 .  Would your teacher approve of any of the books that you read parts of for me to have 
in your desk for silent reading time? 
,\'urc the ( ;reat and till' Musical ;\"ntc and l)cpur_, , /)un (il'fs ffo ,\ lan , poi nt i ng i because 
\,·e read chapter books upsta irs Dear t ime ,  
3 .  What are the expectations that your teacher has for you for book choices during silent 
reading time? 
Read chapter books 
4. How do you see yourself as a reader? 
R ight  i n  the m i ddl e 
5 .  What do you do when you come to a word that you don't know? 
Sound i t  o ut 
6. What else do you try? 
Not rnost of the t ime 
7. When choosing a book to check out what are some of the things you look for as you 
are searching? 
L i ke / mg and food and stuff 
8. How do you know if a book is just right for you? 
You l i ke  t h rough 1 1  and you ha\ e the \\\H"cis ) O U can · t  
9 .  What are your favorite types of  books to read? 
L iht� the ]()1)5 ( r l ( ! J l !h . \ . \  
1 0. What kind of books do you stay away from? 
L ike the d ifferent boob \\ here the . fume 11 \ ,m .. ' 
then i f s  not n gh1 for you, 
11. Do you know where to find books similar to the books you read? 
Researcher did not ask. 
12. Why do you think it is important to find just the right book for you? 
So \ ou can read it and l i ke 1 t  · ":- no t  hard for ,ou - . 
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13. What can the media specialist do to help you when you are trying to find a book that 
is a fit for you? 
No  am,,, er 
14 . Would you like to see books that might be just right for you pulled off the shelves 
and in a special section, perhaps a sticker that would help with identification, should there 
be a list somewhere that you can use, or leave the books and we can find them together or 
do you have any other ideas? 
Lea, e them \\ here the\ are at 
